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Globalization and the advent of technology have compelled many Egyptians to
master the English language to participate in an increasingly competitive knowledgecentered global economy. Therefore, the demand for English language classes has been
increasing in Egypt in recent years. However, English language classes alone may not
guarantee that learners become technologically competent to master 21st century skills.
Therefore, one purpose of this qualitative case study is to examine how Egyptian EFL
teachers and Egyptian EFL adult learners utilize technology and digital resources in
teaching and learning English to promote autonomous learning and 21st century skills.
The study also explores the participants’ attitudes towards technology integration in the
classroom and the growing importance of digital and multimodal literacies. Because the
English language has played an important role in the Egyptian culture since the 1950s, its
mastery is part and parcel of their identity formation as Egyptians and users of the
language. Being aware of this role, the study explores how the participants perceive the
English language in Egypt and how they construct their identities as English language
speakers. Because there is a connection between language and technological practices
(Warschauer, 2002), the study also investigates how the participants perceive themselves

as users of technology to teach or learn English. Participants are 4 EFL Egyptian teachers
and 3 EFL adult Egyptian learners. The study was conducted in an adult language center
in Alexandria, Egypt. Data was collected through semi structured interviews and field
notes. Findings indicate that social media sites and visual tech are the most common
technological practices among teachers and learners. The use of the English language was
indexical for power and prestige and had significant implications for how the participants
constructed their identities as users of English and technology.
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CHAPTER 1: INTRODUCTION
The English language has been growing as a global medium for communication,
and its growth has been exacerbated by the advent of the internet and information
communication technology (ICT) (Xiaohong & Zeegers, 2010; Crystal, 2012; Alfarhan,
2017). Clyne and Sharifan (2014) contend that “in recent years, there has been a rapid
evolution in the demographics of English-speaking communities and individuals around
the world with an unprecedented growth in the number of users and learners” (p.1). Egypt
is one of these communities, wherein the English language has witnessed an exponential
popularity manifested in music, media, advertising, and clothing (Schaub, 2000; Spierts,
2015). Similarly, Lewko (2012) contends that Egypt provides an example of a local
context where English is not a native language, yet it is considered an essential medium
of communication. According to the literature, there is no consensus that English is the
“official” lingua franca in Egypt. However, some, if not many, Egyptians believe that it
is. Even if it is not the lingua franca per se, English plays a significant role in the
Egyptian cultural, economic, political, and educational scenes (Schaub, 2000; Spriets,
2015). This popularity has resulted in an increasing demand for English language
education in schools, universities, and evening adult EFL classes (Schaub, 2000; Spriets,
2015).
Because English language education is in demand in Egyptian society, Egyptian
scholars have conducted a plethora of studies to improve EFL education in different
educational sectors in Egypt. However, gaps and limitations have been highlighted in
Egyptian ELT studies (Abd El Latif, 2018). According to Abd El Latif (2018), most of
the studies conducted between 2006 and 2015 focused on improving language skills and
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technology integration in the classroom, while learning practices (that include issues of
identity, autonomy, anxiety, and perceptions) were at the bottom of the list of research
topics. Only 6% of the studies conducted between 2006 – 2015 focused on learning
practices. Moreover, the study’s findings show that the published and unpublished studies
in ELT research in Egypt are dominated by experimentation and data quantification,
ignoring interpretive research such as case studies and ethnography. In his review of
literature, Abdallah (2011) also noted an abundance of purely experimental designs that
focused on how ICT tools can enhance learners’ language skills in research studies
conducted by Egyptian scholars.
Egyptian research literature in ELT studies has demonstrated, as the case with
academic literature worldwide, an increasing attention to the role of technology in foreign
language education (Luke & Britten 2007). Richards (2017) contends that the advent of
technology has been radically transforming the landscape of language teaching in recent
years. However, I argue that this landscape is closely tied to its teaching context,
including the country and geographic region in the world. Even though instructional
technology has made a leap in the field of education worldwide, its reception and
implementation by teachers and students vary from country to country depending on
several factors such as the prevailing teaching philosophy, the economic status of a given
nation, and the availability of teacher professional training workshops (Fishman & Dede,
2016; Mishra & Koehler, 2006).
Richards (2017) explains that “the use of technology is no longer an option but a core
requirement of today’s schools” and that “teachers are expected to be technologically
literate, just as quality schools are expected to make effective use of the resources
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technology makes available” (p.253). Similarly, Ertmer and Otterbein-Leftwich (2010)
contend that “it is no longer appropriate to suggest that teachers’ low -level use of
technology is adequate to meet the needs of the 21st century learner. Using technology
simply to support lecture-based instruction falls far short of recommended best practices”
(p. 257). However, technology is still “an option” for teachers and schools in developing
countries. In Egypt, for instance, teaching depends extensively - and almost solely - on
textbooks, worksheets, and rote memorization (EL Fiki, 2016; McIlwraith & Fortune,
2016; Loveluck, 2012; Sobhy, 2012).
Instructional technology in Egypt is lagging behind, which creates a problem for
learners of all ages (Sadik, 2008; Morgan & Lea-Lee, 2017). Learners today—digital
natives, digital immigrants, technophiles, and technophobes—use technology on a daily
basis outside the classroom, which would eventually change their needs as learners
respectively. However, the classroom does not integrate technology with the same
momentum, which results in student disengagement (Lim et al. 2013) and an inability to
meet 21st century skills (Fishman & Dede, 2016; Ertmer & Otterbein-Leftwich, 2010).
Sadik (2008) argues that even though the Egyptian ministry of education has invested in
integrating technology and computers in the curriculum, this integration has not been
successful because the teachers in most public and private schools either lacked sufficient
training or did not see the potential of technology in improving the learning experience.
To compete in an increasingly “global, knowledge-based, innovation centered
economy” (Fishman & Dede. 2016, p.1273), Egyptians are confronted with two
challenges. First, they need to master the English Language. Second, they need to
become avid users of technology. Therefore, integrating technology in EFL classrooms in
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Egypt is essential. The knowledge of digital technology and the ability to evaluate
technology supported activities are basic requirements for today’s foreign language
teachers and professionals (Sert & Boyneugri, 2017). Diallo (2014) asserts that
educational technologies support language learning by exposing learners to different
genres of texts (written, auditory, and multimodal) and by increasing their motivation to
learn. Online environments provide learners with choice and teachers with a way to
leverage learners' interests to increase students' engagement in different academic tasks
and to help students perceive learning as relevant to their lives (Magnifico et al., 2013).
However, becoming a proficient English user in Egypt does not only have
implications for education and the economy. English language learning in Egypt also has
social and cultural implications. The English language is integral to Egyptian culture,
making it a public discourse and a language of power (Bassiouney, 2012; Lewko, 2012;
Schaub, 2000). Therefore, the English language is associated with how Egyptians
construct their identities as users of the language (Alfarhan, 2016). Bassiouney (2012),
argues that “language attitude and ideology are of pivotal importance in Egypt” (p.4), and
she contends that the way Egyptians construe language and code switching between
Arabic and English is closely tied to their Egyptian identities. Therefore, it could be
argued that this has great implications for how EFL teachers and EFL learners construct
or position their identities in and outside the classroom.
Warschauer (2002) questions whether technology is a tool for language learning or if
language is a medium to access technology. Either way, both the English language and
technological competence are intricately connected in societies where English is a foreign
or new language. Both are tools for societies to partake fully in a global community and
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advance socially, economically and politically (Warschauer, 2002). Therefore, teachers’
and learners’ identity constructs in relation to the English language in Egypt can have
consequences on their attitudes towards and readiness to incorporate technology in
teaching and learning English or vice versa.
Thus, the purpose of this qualitative study is twofold. First, the study investigates
how Egyptian EFL teachers and EFL adult learners integrate and perceive technology in
English language learning. For this part, the study focuses on common technological
practices and attitudes. Second, the study investigates how the participants—EFL
Egyptian teachers and learners—construct their identities as users of the English
language and as users of technology. The study attempts to answer the following
questions:
1- Practices
a- In what ways do the Egyptian EFL teachers use technology in the classroom
to complement their pedagogies?
b- In what ways do Egyptian EFL learners use technology to learn and/or
enhance their English language skills?
2- Perceptions
a- In what ways do the Egyptian EFL teachers perceive their use of technology?
b- In what ways do the Egyptian EFL learners perceive the use of technology in
the classroom?
3- Identity
a- In what ways do EFL teachers and adult EFL learners construct their identities
as part of the EFL context in Egypt?
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b- In what ways do EFL teachers and adult EFL learners construct their identities
as users of technology to teach/learn English?
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CHAPTER 2: REVIEW OF LITERATURE

Theoretical Framework
Theories and frameworks help to make sense of the world. They provide us with
concepts and terminologies with which to describe phenomena accurately. (Mishra
& Koehler, 2006)
Because teachers’ and learners’ perceptions, practices, and identities are the
product of interrelated and complex processes, I draw from two theoretical lenses to
investigate the two subjects in my research questions: Technology Integration for
teaching/learning EFL and Teacher/Learner Identity. Sarroub (2005) argues that “the
process of identity formation is one of socialization as one gains access to social
institutions such as family or school” (p.5). Therefore, it could be argued that the social
interactions that take place inside the classroom or online platforms between teachers and
learners as well as among learners dictate a context wherein participants will be
simultaneously involved in processes of self-perception and perception of others.
Likewise, Lave and Wenger (1991) argue that the learning that occurs in a social
community such as the classroom or even online platforms such as chatrooms, discussion
boards, or sync and async video discussion tools “involves the whole person.” They
further argue that learning as a social practice, and arguably teaching, entails the
participation in new activities and the performance of new tasks to reach new
understandings; these activities exist and are interpreted in relation to socially broader
systems of relations. Lave and Wenger (1991) assert that “learning involves the
construction of identities” (p.53). In this light, the classroom could be conceived as a
place where teachers’ and learners’ experiences, backgrounds, attitudes and beliefs
collide. Therefore, understanding how teachers and learners position themselves and
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enact their identities can have drastic implications for how technology can be integrated
effectively.
TPACK as a Theoretical Lens
Technological Pedagogical Content Knowledge (TPACK) is a framework designed
by Mishra and Koehler (2006) to help teachers conceptualize the relationship between
technology and teaching and to help researchers study teachers’ knowledge about
educational technology. TPACK helps teachers build connections between curriculum
content, available technological resources, and pedagogical approaches (Turgut, 2017).
TPACK is an extension of Shulman’s (1986) the Pedagogical Content Knowledge (PCK)
model that asserts that knowledge of subject matter and pedagogy cannot be viewed in
isolation. PCK is at the intersection of content knowledge and pedagogical knowledge.
PCK supports teachers in transforming subject matter for instruction.
Mishra and Koehler (2006) expanded this model by adding technological knowledge
to the equation since they contend that “today, knowledge of technology is often
considered to be separate from knowledge of pedagogy and content” (p.1024). In this
respect, TPACK is a framework that comprises three areas of teacher knowledge:
Content Knowledge (CK). Pedagogical Knowledge (PK), and Technological Knowledge
(TK). They argue that Technological Pedagogical Content Knowledge (TPACK) is at the
intersection of the three knowledge domains.
Content knowledge (CK) is what the teachers know about the subject matter they
are teaching. Pedagogical knowledge (PK) comprises the methods of teaching the subject
matter. Technology knowledge (TK) entails teachers’ knowledge of operating standard
technologies such as blackboard and advanced technologies such as the internet and
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digital devices. The Venn diagram below demonstrates the interconnections between the
3 knowledge areas.

Figure1 TPACK Model. Reproduced by permission of the publisher, © 2012 by tpack.org

According to figure 1, when each two knowledge areas are connected, a new
knowledge domain is conceived. Mishra and Koehler (2006) argue that pedagogical
content knowledge (PCK) “includes knowing what teaching approaches fit the content”
(p.1028), while technological content knowledge (TCK) entails that teachers not only
know about their subject matter but also how to transform it by applying technology. On
the other hand, technological pedagogical knowledge (TPK) entails knowing what
technological tools can be applied with different pedagogical strategies. Finally, Mishra
and Koehler (2006) argue that technological pedagogical content knowledge (TPCK) is
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an emergent form of knowledge that goes beyond all three components (content,
pedagogy, and technology)…TPCK is the basis of good teaching with technology
and requires an understanding of the representation of concepts using
technologies ; pedagogical techniques that use technologies in constructive ways
to teach content; knowledge of what makes concepts difficult or easy to learn and
how technology can help redress some of the problems that students face (
pp.1028-1029).
Mishra and Koehler (2006) assert that effective teaching with technology
maintains a balance between the three components of the model. This balance, however,
does not view the components in isolation—for this is a disservice for teaching. Mishra
and Koehler (2006) underscore the importance of an interwoven view of the three issues:
technology, content, and pedagogy.
Viewing technology as part of an interconnected web of teacher knowledge
indicates that its integration is dependent on classroom context (Mishra & Koehler,
2006). This is demonstrated in figure 1 by “context” surrounding the model. What and
how technology tools are used by teachers depends on several factors such as available
tools, software programs, teachers’ experiences and students’ backgrounds. If technology
integration is context bound, then it can be argued it is connected to teachers’ and
learner’s identity. Thus, understanding how teachers and learners construct their identities
in a specific context can have great implications for technology integration and sustaining
the equilibrium between PCK, TCK, and TPK.
James Paul Gee’ Social Identity Theory as a Theoretical Lens
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This study draws on James Paul Gee’s (2000) analytic lens as an overarching
framework to analyze how the participants position and negotiate their identities.
However, other literature on identity is referenced as well to help expand on the concepts
proposed by Gee (2000). According to Gee (2000), there are four ways to perceive
identity that are “not separate from each other… they interrelate in complex and
important ways” (p.101).
The first view of identity is perceived in terms of nature, and Gee (2000) refers to
it as N-identity. He argues that this is a natural state, which a person has no control over.
For instance, a person’s identity can be shaped by his/her genes. In the second view,
identity is formed in relation to being part of an institution and being positioned as a
person by a set of institutional authorities. Gee (2000) labels this as I-identity. In this
perspective, one would be interested, for instance, in analyzing how power driven from
“laws, rules, traditions, or principals of various sorts allow” (p.102) a school to position
the identities of teachers and students. “I- identities can be put in a continuum in terms of
how actively or passively the occupant of a person fills or fulfills his or her role or
duties” (Gee, 2000, p.103) within an institution.
Gee (2000) further describes the third perspective as discursive or D-identity. He
argues that D-Identity operates in discourse or dialogue with other people. A person can
construct a discursive identity from how other people position this person in
conversations or from how a person can position him/herself in a conversation. This view
does not derive its power from nature or intuitional authorities but from recognition by
individuals. Gee (2000) expands on Martin and Nakayama’s (2010) concept of ascribed
and avowed identities to claim that D-identities can be viewed in terms of an ascription,
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which implies a passive participation of the person being positioned in a certain light or
in terms of an achievement, which implies the active participation of the person in the
construction of the identity position.
Lastly, Gee (2000) describes the fourth perspective in relation to affinity, and he
calls it A-identities. This view of identity refers to how people are recognized as part of a
group by participating in common or distinctive practices. However, taking part in
common practices is not the only way one can construct an A-identity. It could be
constructed in terms of a shared culture. Gee’s (2000) view of the process of identity
formation implies that the notion of identity is multiple, dynamic, and socially situated.
According to Gee (2000), an individual engages in a “combination” in a given time and
place. By “combination,” he suggests that an individual would reflect one’s identity by
combining
1- Speaking in a certain way.
2- Acting or interacting in a certain way.
3- Feeling, believing and valuing in a certain way.
4- Using tools, objects and technologies in a certain way. (Gee, 2000, p.109)
This combination can be employed actively and intentionally by people to be
recognized in a certain way or they can leave people’s identities “open” to interpretation
and recognition. (Gee, 2000). Furthermore, Gee (2000) argues that these “combinations”
operate in a specific “Discourse” for a person to be recognized in a certain way. This
“Discourse” constitutes the social, cultural and historical context shared by a group of
people. This context operates as an interpretive system for people to be recognized as “a
certain kind of person.” Even though Gee (2000) lists four views of identity formation,
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this study mainly utilizes the discursive view –or d-identity—to analyze how the
participants construct themselves in the interview with the researcher. Other views such
as I-identity and A-identity could be touched upon if they emerged in the participants’
narratives.
Literature Review
The review of literature provides a summary of previous scholarship that
investigated the diverse trajectories of the two main phenomena that are being explored
in this qualitative study. For this reason, this review of literature is divided into four
themes. Each theme provides a foundation of knowledge on a research area by
summarizing and synthesizing significant previous findings to inform this investigation.
The four main themes are:
1- The Trajectories of Egyptian Research in the Field of ELT
2- Teaching and Learning with Technology: TPACK and 21st Century Skills
3- Technology Integration in ELT: Common Practices and Perceptions
4- Identities in the Classroom and Beyond
The Trajectories of Egyptian Research in the Field of ELT
As an Egyptian researcher, it was of paramount importance for me to have a
conceptual understanding of how Egyptian scholarship contributed to the studies of
identity and instructional technology in the field of ELT. The significant role that English
language plays in Egypt has encouraged Egyptian scholars to conduct a plethora of
studies to improve ELT practices. This summary attempts to give credit to Egyptian
scholars as well as identify gaps in the Egyptian academia in the field of English
language teaching and learning.
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Contributions to the Field. El Fiki (2012) conducted a study to describe the
experiences of local and native speaking English teachers in the public and private school
sectors in Cairo, Egypt as well as examine the phenomenon of change in English
language teaching approaches. El Fiki’s (2012) findings indicate that teaching in the
public sector still adhered to traditional pedagogies: teacher- centeredness and rote
memorization. However, in the private sector most of the teachers adopted studentcentered strategies and used English as the main medium of instruction. Furthermore, El
Fiki’s findings revealed that communicative language teaching (CLT) and interactive
approaches were not implemented in the public sector, while schools in the private sector
tended to pay attention to improving their pedagogies by employing interactive and
student-centered techniques.
El Fiki (2012) also noted that in the private sector, especially in international
schools, there was an emphasis on “English Nativeness” “as a linguistic and cultural
norm in English language education” (p.150). In fact, El Fiki (2012) argues that the
preference for native speaker teachers drastically impacted how teachers are recruited and
evaluated. Her findings also showed that this ideology was based on imprecise measures
that hampered improvement and change. By emphasizing the importance of
understanding the teachers’ perceptions of knowledge development, El Fiki (2012)
supports Abdel Latif’s (2018) assertion of conducting interpretive research in Egypt.
Despite the predominance of experimental designs, the academic literature in
Egypt shows that scholars in ELT studies are concerned with the issue of technology
integration in the classroom. For example, Sadik (2008) conducted a study in two private
schools in Egypt to investigate the effectiveness of integrating digital storytelling.
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Sadiki’s (2008) findings indicate that the learners and teachers had positive attitudes
about integrating digital storytelling. However, some limitations and challenges emerged.
Findings show that students created their projects effectively to meet many of the
pedagogical and technical attributes of digital stories even though some shortcomings
were observed such as lack of variety in content and the difficulty to work cooperatively.
Moreover, interviews with the teachers showed that 5 out of the 8 teacherparticipants wanted to change their pedagogy to incorporate digital story telling.
However, teachers noted that they were usually discouraged to use technology because of
a. Similarly, in an experimental study conducted in an Egyptian higher institute to
explore the effectiveness of including web-based material in EFL classrooms, Aliweh
(2011) found out that EFL university students had positive attitudes about incorporating
web-based material. However, the learners had a preference for visual, tactile, and
Kinesthetic learning styles. Another important finding was the learners’ dislike for group
activities, which Aliweh (2011) attributes to cultural norms and the learners’ schooling
background.
The Egyptian teachers’ desire to change their pedagogies to integrate technology
(Sadik, 2008) confirms the results of England’s (2007) which demonstrated that Egyptian
teachers, especially in tertiary institutions, were using technology to change their
pedagogy. England’s (2007) findings also show that Egyptian English language teachers
believed that technology integration was affectively and pedagogically useful for high
quality instruction. However, England (2007) highlights that the teachers’ use of
technology was limited because of lack of resources and professional training workshops.
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In another study conducted in an Egyptian primary school, Morgan and Lea-Lee
(2017) noted an absence of using technology in school subjects, and students normally
received basic technology skills in a computer class as part of the national curriculum.
There was also an emphasis on rote memorization and a lack of critical thinking and
problem-solving activities (Morgan & Lea-Lee, 2017), which confirms El Fiki’s (2012)
findings as mentioned above.
As for the issue of identity, there was a significant absence in studies investigating
this area in Egyptian academia in the field of ELT. Nonetheless, a study conducted by
Abdelhafiz and Zaki (2016) provides a glimpse of how Egyptian EFL learners position
themselves as users of the language. The aim of this interpretive mixed methods study
was to identify the relationship between learners’ self-efficacy and identity in two groups
of students from Saudi Arabia and Egypt. Findings indicate that students with low
efficacy adopted a non-native identity, while learners with high self-efficacy adopted a
bilingual identity (Abdelhafiz & Zaki, 2016).
In a different study, Abdel Fattah (2016) adopted a socio-cultural lens to investigate
how 12 Egyptian EFL teachers in two different universities negotiated their professional
identities. Findings supported the claims that the notion of identity is dynamic and
culturally situated and can be understood from the teachers’ lived experiences (Tsui,
2007; Gee, 2008; Reeves, 2018). Findings indicate that the teachers negotiated their
identities in terms of teacher qualifications, previous non-teaching jobs, and the teaching
cultures in their different institutions.
Findings also indicate that the teachers developed a shared identity—because the
L2 teachers had similar teaching beliefs—that is explained in terms of their membership
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in the ELT community in Egypt. It could be argued that this notion of shared identity
falls on the spectrum between what Gee (2000) describes as institutional or I-identity and
affinity or A-identity through which individuals develop identities by following the rules
and laws of an institution or by participating in shared practices in affinity groups or
cultural groups. Abdel Fattah (2016) also found out that there was a difference between
how expert and novice teachers negotiated their professional identities. Abdel Fattah
(2016) argues that experienced teachers expressed their beliefs more clearly than novice
teachers. Experienced teachers developed institutional identities that did not challenge
institutional policies, while novice teachers who had not developed an institutional
identity were more inclined to challenge the policy by straying from prescribed
curriculum and designing materials based on their personalities and beliefs.
Teaching and Learning with Technology: 21st Century Skills and TPACK
Lim et al. (2013) argue that we are living in a time during which modern
technologies have created a whole new world. In this world, people use different
technologies to “seek, and provide resources and information, express themselves,
communicate with others, create, consume, and play” (p.60). Digital technologies have
infiltrated every aspect of people’s lives in modern culture, and no wonder it cannot be
separated from education. In fact, modern technology is changing how learning and
teaching was once perceived, and with this change emerges new skills that teachers and
learners need to acquire.
21st Century Skills. In Teaching and Technology: New Tools for New Times,
Fishman and Dede (2016) effectively summarize how technology can shape the
educational landscape to prepare learners for 21st century skills that can help learners
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participate in a global and knowledge-based economy, which centers on innovation. They
list three main 21st century skills: (1) moving away from knowing about expertise to
having competencies, (2) understanding how to apply distributed knowledge and skills
instead of memorizing and storing knowledge in one’s brain, and (3) moving away from
memorizing and applying simple concepts to having higher level conceptual and
analytical capabilities such as problem solving, decision-making and learner based
experimentation. Fishman and Dede (2016) highlight a dichotomy in how teachers
integrate technology: teachers either use technology “to do conventional things better” vs.
“to do better things” (p.1269). The authors are proponents of the latter; they believe that
teachers should integrate technology to transform the learning experience by leveraging
creativity and digital skills.
In fact, Greenhow, Robelia, and Hughes (2009) cite previous literature to argue
that today’s youth are creative and interactive; they are media oriented and use Web 2.0
technologies in their daily life. Fishman and Dede (2016) further call for the necessity of
“the emergence of an alternative next -generation educational model” that assigns new
roles and responsibilities to teachers (p.1271). They argue that this “next- generation
model” identifies teaching as “participatory, collaborative” and gives room to “guided
learning.” This model “centers the learning on the needs and interests of the individual
student” (p.1271). To understand how to measure teachers’ integration of technology to
transform their teaching and learning environments, Fishman and Dede (2016) identify 3
levels of technology integration: level 1 -minimal, level 2 – intermediate, and level 3 –
extensive. In level one, “classroom technologies are used primarily to increase interest or
motivation, and most commonly in whole or large -group presentational styles of
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teaching” (p.1277). In level two, each student in the classroom is expected to have his or
own device ( a laptop or a tablet) for sharing between pairs or among small groups, and
“instruction maybe differentiated for learners at various skill levels, and formative
evaluation data may be used to personalize instruction for learners over time” ( p.1277).
In the third level, technology is integrated inside and outside the school with an emphasis
on collaborative learning.
TPACK. The increasing emphasis in integrating technology into education to
transform the learning experience to meet 21st century skills has impelled scholars to
investigate the effectiveness of the TPACK model and theory, developed by Mishra and
Koehler (2006), to assess teachers’ technological pedagogical content knowledge (TPCK)
in different subject areas. For example, to put the TPACK theory into practice, Koh
(2018) conducted a study to investigate teachers’ perceptions of pedagogical change
through the use of TPACK design scaffolds for lesson planning and activity design.
Koh’s (2018) findings indicate that the TPACK scaffolds were effective in promoting
teachers’ confidence to use ICT tools. Moreover, the scaffolds helped the teachers to
transform their teaching from teacher-centered to student-centered.
To understand the gaps in teachers’ implementation of constructivist instruction with
technology, Koh, Chai, and Tsai (2014) used the TPACK model to explore teachers’
perceptions of their Constructivist Technological Pedagogical Content Knowledge (CTPACK). Koh et al. (2014) used a survey instrument to understand the relationships
between the teachers’ TPACK skills and constructivist teaching with technology.
Findings indicate a positive relationship between teachers’ C-TPACK and the teachers’
technological pedagogical knowledge (TPK), technological content knowledge (TCK),

20
and technological knowledge. In other words, teachers who perceive themselves as
competent in integrating technology in their instruction are more inclined to improve
their C-TPACK skills.
Improving teachers’ TPACK skills has recently been a fertile ground of study in
the field of ELT. Kozikoğlu and Babacan (2019) conducted a study to investigate the
relationship between Turkish EFL teachers’ TPACK skills and attitudes towards
technology. Findings indicate that teachers’ TPACK skills can be anticipated by their
attitude about technology. Kozikoğlu and Babacan (2019) also found out that teachers’
TPACK skills did not vary according to their professional experience. Similarly, Turgut
(2017) conducted a comparative study to compare pre-service English language teachers’
TPACK in Turkey and Denmark at two teacher education institutions. Findings reveal
that the two groups of teachers had a different definition of technology. Consequently,
they had different TPACK skills. Turgut’s (2017) findings indicate that the Turkish
teachers considered technology in terms of hardware and TK, which signified that the
Turkish teachers did not have balanced TPACK skills. The Danish teachers, however,
defined technology in the classroom as TPK and software.
Another finding reveals that in both countries TPACK integration in pre-service
teacher training was very limited. The same finding was confirmed in Tunjera and
Chigona’s (2020) study that drew from the TPACK and SAMR models to examine how
teacher educators (TEs) appropriate teaching with technology in pre-service teacher
training practice. Their findings revealed that the TEs appropriated technology to
complement their prevalent traditional teacher-centered teaching strategies instead of
recognizing the innovative potentials of the technology they incorporated. Furthermore,
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findings indicate that the TEs choice of technology was not purposive, which indicates a
weak technological pedagogical knowledge (TPK).
To have a balanced assessment of EFL teachers’ TPACK, Tseng (2014) conducted
a study to investigate how 157 EFL students in Taiwan perceived their teachers’ TPACK.
The results of the survey, administered to the learners, revealed that the learners
perceived their teachers as more proficient in CK, TK and PK individually than their
intersections of TPK, PCK, and TCK. Survey results also indicate that the learners
perceived that their teachers’ content knowledge were more adequate than their
integrated TPACK. Tseng’s (2014) study demonstrates that learners’ perceptions of their
teachers’ TPACK can have drastic implications on teachers’ readiness to improve their
TPACK skills.
Technology Integration in English Language Teaching (ELT)
The pervasiveness of digital technologies in our daily life—combined with the
investments that many schools make to integrate technology into the curriculum—has
triggered foreign and second language educators and researchers to direct their attention
to how personal technologies such as mobile phones and technology mediated
environments can support foreign and second language learners. On this matter, Dooly
(2018) argues that “as the use of technology mediated communication has become
normalized practice in personal and professional lives, educational initiatives are
following suit” (p.184). Even though the literature on this topic is vast, for the purpose of
this investigation, I draw on studies and scholarly papers that focus on technology
integration in the fields of EFL and ESL. This section presents an overview of the most
common technological practices and common perceptions in ELT.
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Godwin-Jones (2018) contends that digital resources can enhance EFL learners’
language skills. For example, social media sites such as Facebook, Twitter and Instagram
can promote learners’ vocabulary and comprehension skills through extensive reading—
reading for leisure or non-educational purposes. On the other hand, free or affordable
online audio and video streaming can promote language skills through extensive viewing
and using the subtitles as scaffolds (Godwin-Jones, 2018; Hartsell & Yin Yeun, 2006).
Nunan and Richards (2015) list, YouTube, Facebook, Voice of America, Ted
Talks, BBC Learning English, Duolingo, and listening to pop songs/ lyrics as the most
common internet resources used by English language teachers and English language
learners. Sauro and Zourou (2019) refer to the online platforms and tools that are not
essentially designed for classroom use as “the digital wild” such as video games, social
media sites and fanfiction platforms. According to Sauro & Zourou, (2019) unlike the
classroom, the “digital wilds” provide a context that supports social activity with less
control and organization. Thus, they provide a fertile ground for users to interact and
experiment with L2 without feelings of anxiety.
Social Media Sites. Altaleb (2018) conducted a study in a Libyan university to
investigate how social media sites can result in autonomous learning. His findings
indicate that even though the teachers perceived social media sites as valuable tools, they
did not incorporate it in their teaching for lack of infrastructure and training. However,
Altaleb (2018) found out the learners use Facebook for self-directed learning. Slim and
Hafedh (2019) conducted a similar study in Saudi Arabia. To investigate how learning
through Facebook can enhance learners’ vocabulary, Slim and Hafedh (2019) divided the
learners into two groups: a Facebook learning group and a face to face learning group.

23
Findings indicate that there was no significant difference in learning achievement
between the two groups. However, learners on the Facebook group reported high levels
of engagement in the learning process because of the flexible nature of the Facebookassisted language learning. Thus, Slim and Hafedh (2019) assert that educators should
distinguish between learners’ attitudes about social media sites and their actual
achievement on the platform. In a similar study, Sharma (2019) notes that learners had
positive attitudes towards social media -assisted learning. This positive attitude was
attributed to affective variables as findings indicate increased levels of confidence and
decreased levels of anxiety among the learners.
Video Streaming. As for video streaming applications, several studies were
conducted to investigate how incorporating videos in teaching and learning EFL could
yield positive results. For example, Almurashi (2016) conducted a study to investigate
how YouTube can be an effective tool in the English language classroom. Results from
interviews and a survey indicate that EFL adult learners had a preference for combining
visual with auditory in the classroom. Several learners in the study stated that they
deemed the traditional teaching with visuals as disengaging and that it hampered their
understanding of difficult concepts. Findings also indicate that the learners had a positive
attitude towards using YouTube in the class because they have used it in their daily life.
In fact, some learners in Almurashi’s (2016) study stated that they have used YouTube as
supplementary material to revise content taught in the class.
Yükselir and Kömür (2017) conducted a study to investigate how videos from
YouTube, Ted Talks, Voice of America and BBC learning could improve the speaking
abilities of EFL students at a prep school in Turkey. Participants were asked to watch five
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videos in the span of five weeks, and they were given a pre and post speaking exam.
Findings indicate that students who watched the videos scored higher in the post test than
those who did not watch the videos, which indicates that the videos had a positive effect
on learners’ speaking skills.
Dizon (2018) conducted a case study to examine how video streaming on Netflix
could promote EFL learners’ language skills and learning. 9 Japanese students were
asked to stream on Netflix for 3 months and meet with the researcher to reflect on their
experiences in semi structured interviews. Findings indicate that streaming on Netflix
was advantageous in terms of increasing exposure to L2 vocabulary, increasing learners’
motivation to learn the language, and providing access to pragmatic knowledge.
However, inconveniences emerged such as high cost and limited capacity of mobile data,
since it was observed that learners preferred to stream on their mobile phones instead of
their PCs, which highlights a shift from E-learning to M-learning.
Audio and Video Recording. Furthermore, several studies demonstrate that
audio and video recordings have emerged as valuable tools on ELT. Kim (2014)
conducted a study to explore how ESL learners’ oral proficiency could change through
online recording tools and receiving regular feedback from their instructor outside the
classroom. Research instruments included online recording program Vocaroo and text to
speech (TTS) program VozME in order for the learners to record themselves and receive
feedback. To receive feedback, the learners sent their recordings to their instructor every
week via email.
One important finding showed that through self-monitoring, learners could gradually
develop their fluency after reflecting on their errors and applying this kind “of self-
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reflection” to their classes or their everyday interactions outside the classroom. Using
VoiceThread to record one’s own story fostered self-evaluation which encouraged learner
autonomy through active engagement. In a similar study, Göktürk (2019) investigated
how digital video recordings could contribute to the enhancement of EFL learners’ oral
fluency skills.
Göktürk (2019) did not only rely on video recording to investigate his issue. The
researcher also integrated Facebook as a platform for sharing the videos and starting a
discussion board. Findings indicate that the 10 Turkish undergraduate EFL learners
believed that video assignments enhanced their fluency by allowing them to practice the
language outside of the classroom. However, the results of the statistical and discourse
analysis revealed that video recordings did not improve the learners’ speaking skills in
terms of form and accurate grammatical and syntactical structures. In fact, the learners
expressed that their language accuracy wasn’t improved by the video recordings.
Blogging. Studies also reveal that Web blogging has emerged recently as a
valuable tool to promote language learning (Aydin, 2014). Godwin- Jones (2015) claims
that now the boundaries among literacies, genres and modes of representation are blurred.
Therefore, learners need to learn how to use both their foreign language (FL) skills and eskills (new literacies) to be able to collaborate and learn in a new digital context (Dooly
& O’Dowd, 2012). As a matter of fact, Web blogging provides the learners with the
opportunity to leverage both their Fl skills and their e-skills.
Abdul Fattah (2016) conducted a study to investigate the impact of blogging on the
reading skills of undergraduate Saudi students. He used pre and post-tests to measure the
learners’ reading skills. Prior to the post test, learners read and discussed the content of
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reading passages on a web blog. Findings indicate that learners’ reading skills were
improved in the post test. Results also show that blogs improved the learners’ literacy and
critical thinking skills. (Abdul Fattah, 2016; Aydin, 2014).
Similarly, Alsuabie and Madini (2018) investigated how blogs could enhance the
writing skills of 37 EFL female Saudi students, who were studying in their preparatory
year in the English Language institute at King Abdul Aziz University. For data
collection, the researchers designed a weblog where participants were expected to post
weekly. Every week, participants received an entry with materials including videos,
images and other interactive content related to a topic and a vocabulary unit that have
already been discussed in class. Alsuabie and Madini’s (2018) findings indicate that
using blogging as a supplementary material could improve learners’ writing performance.
Their findings also confirm Aydin’s (2014) and Abdul Fattah’s (2016) claim that
blogging enhances learners critical thinking skills. Another interesting finding shed light
on the relationship between authenticity and learner engagement. Alsuabie and Madini
(2018) argue that the weblog increased learner motivation and helped learners expand
their vocabulary because the participants were positioned as authors who were publishing
an authentic piece of writing. Alsuabie and Madini’s (2018) conclusion that web
blogging has a positive effect on students’ writing skills supports the findings of
Vurdien’s (2013) study which revealed that blogging enhanced the learners’ writing skills
and fostered collaborative learning.
Embodied Technology Learning. Recently, more attention has been directed to the
effects of embodied cognition in language learning. According to Black (2010),
embodied cognition entails understanding a concept through creating a mental perceptual
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simulation that would facilitate retrieval of information. Embodied learning and
immersive learning can be found in virtual reality (VR) environments and video games
(Godwin-Jones, 2018; Newgarden & Zheng, 2016). Lan et al. (2018) conducted a study
to investigate how different types of embodied learning could improve elementary EFL
students’ listening skills. The researchers compared between two types of VR: real and
physical vs 3D avatar. Findings indicate that students yielded better learning outcomes
when they watched their avatars moving instead of learning through physical VR, which
supports Black’ (2010) contention that learners can understand new subject matter when
they have perceptual experiences to draw from and make connections. Findings also
indicate that the 3D avatar VR was beneficial for both students with high and low
achievement in EFL.
Theodorsen (2015) conducted a similar study in Norway to examine the effects of
videogaming on second language acquisition. Data was collected through an experiment
in which young language learners had to take a vocabulary exam before and after the
gaming session. Findings indicate that the immersive and situated nature of video games
had a positive effect on learners’ 2nd language acquisition. Findings indicate that learners
learned a great variety of words through incidental learning. Theodorsen’s (2015)
findings support Gee’s (2004) argument about embodied and cultural learning through
video games. Gee (2004) argues that “when people learn something as a cultural process
their bodies are involved because cultural learning always involves having specific
experiences that facilitate learning, not just memorizing words” (p.35). Gee (2004) argues
that video games help learners learn the words by experiencing the worlds to which these
words refer to. Theodorsen (2015) argues that the multimodal nature of video games
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helped learners remember the new words. Theodorsen’s (2015) findings confirm
Godwin-Jones’s (2018) claim that online gaming creates a rich context for learning
vocabulary because for participants to play, they have to understand descriptions,
instructions, objects and feedback from other players.
Identities in the Classroom and Beyond
Another fertile ground in EFL research studies is the notion of identity and its effect
on learning and instruction (Beijaard et al., 2003). Varghese et al. (2005) argue that
research in teacher identity focuses mainly on four areas: “marginalization, the position
of nonnative English speaker teachers, the status of language teaching as a profession and
the teacher-student relation” (p. 35). On the other hand, Yoshizawa (2012) argues that
studies in the area of EFL learner identity are few in comparison to ESL learner identity
and teacher identity. He contends that learner identity in EFL contexts could be affected
by the unique factors that are different from learning English in as a second language in
English speaking countries. Each EFL context has its unique social values and ideologies
behind a prescribed English curriculum that can affect a learner’s identity.
Teng (2019) cites Wenger (1998) to explain that there is a relationship between
identity and community. “The fluid nature of community makes identity become a
dynamic, hybrid, multi-framed and contradictory notion” (p.44). Likewise, Reeves (2018)
argues that identity is multiple and contradictory, at times. One person can have multiple
identity positions that occur simultaneously. Reeves cites several studies to argue that
identity formation and negotiation takes place through discourse and practice.
By discourse, Reeves (2018) means occurring in “language and social interaction”,
and by practice she means occurring through “enactment of identity through one’s
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behavior and participation in a particular community” (p.2). In this light, one can
conclude that learners’ and teachers’ identities are socially mediated and discursive—
whether the interaction happens in the classroom or on digital platforms. Reeves (2018)
makes a distinction between two types of identity processes: self-positioning and
positioning by others, when these two forces clash, a negotiation of identity takes place.
On the other hand, Reeves (2018) asserts that the issue of teacher identity is part and
parcel of teacher education and teacher professional development since it is deeply
intertwined with the way teachers teach and with the relationships they have with their
students .Because teacher identity is constantly being negotiated through discourse and
social practice, it is connected to social, institutional and ideological influences and
inequities. Consequently, “particular teacher identities are legitimized while others are
marginalized” (Reeves, 2018, p.3).
The Identities of English language Learners. Through the lens of narrative
inquiry, Teng (2019) investigated how 3 EFL Chinese learners constructed their identities
in relation to their English learning. One of Teng’s (2019) findings highlights the hybrid
nature of identity. One of his participants has positioned herself as “innovator,” “active
learner,” and “hardworking” (p.52). Teng (2019) has also noted that by adopting positive
identities, the participant seemed more motivated and invested in the learning process
unlike another participant who identified herself as a “poor English learner,” which
affected her engagement with the learning community and led her to question her
imagined prospect of being an English teacher.
To explore how learners, constructed their identities online, Carlton et, al. (2016)
applied the framework of “joint projects” (Clark, 1996 as cited in Carlton et al., 2016)
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and “positioning” (Wortham, 2004 as cited in Carlton et al. , 2016) to analyze two
excerpts from a public online chat room. The vignettes only focused on a conversation
among four participants from different nationalities. Findings of the discourse analysis
indicate that the online chat room fostered positive identity developments. The
participants (chatters) used positive words to describe themselves as users of the
language. Carlton et al. (2016) argue the learners used positioning statements such as “I
will make them (reading comprehension questions) for you” to construct themselves as
competent learners.
Identities of English Language Teachers. One interesting aspect of EFL
teachers who are not native speakers of English is that they are constantly negotiating
their identities as teachers and learners. Using the lens of narrative inquiry and Wegner’s
(1998) social theory of identity formation, Tsui (2007) investigated how one EFL
Teacher in China negotiated his identity as an EFL learner and an EFL teacher. Findings
indicate that the participant constructed himself as uninterested in the communicative
language teaching approach (CLT). However, he had to negotiate this identity as a
teacher who believed in CLT to follow institutional rules.
Instead of adopting a marginalized institutional identity, the teacher had to negotiate
his identity to align his teaching beliefs with the institutional pedagogical philosophy.
Tsui’s (2007) findings indicate that there is a relationship between a teacher’s experience
as a learner and his negotiation of his/her professional identity. Findings also indicate that
the notion of identity is socially situated and is affected by external factors as well as
internal. Tsui (2007) argues that her participant’s lived experience revealed that there are
two sources of identity formation: self-recognition of competence valued by the
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community and legitimization by being given an access to practice. Like Reeves (2018),
Tsui (2007) asserts that teachers and teacher educators must be aware of the complexity
of teacher identity formation. Teachers should also know that participation plays a central
role in the processes of identity formation, so they can be given “legitimacy of access to
practice and opportunities for developing professional competence and having their
competence recognized” (p.678).
In a different study, Kim (2017) investigated how native English professors in a
Korean university constructed and negotiated their identities. Through the framework of
Wenger’s 1998 notion of community of practice, findings indicate that the professors
constructed multiple identities such as an English Educator, a collaborative volunteer, a
non-tenured instructor, and a cultural and linguistic outsider. Findings also demonstrated
that the participants legitimized their professor identity through their participation in
present and imagined communities of competent teachers. Kim’s (2017) findings support
theories that claim that identity is socially mediated (Gee, 2008)
Martin (2017) conducted a qualitative study to investigate how 6 ESL teachers
negotiated their identities throughout their teaching career. Martin (2017) mainly focused
on the factors that can influence teacher’s professional identity development. Interviews
with the participants revealed that administrative decisions and institutional policies can
result in a positive or a negative teacher identity. Findings also indicate that the notion of
freedom and the ability to enact change is pertinent to developing a teacher identity.
According to the study’s results, teachers who had the freedom to make changes in the
curriculum perceived themselves as confident. Furthermore, findings revealed that
participating in a positive community of teachers for support and guidance had a drastic
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effect on how the teachers perceived themselves. The study’s finding also revealed that
the teachers were aware that playing multiple roles in the school is part of their
professional identity. Martin’s (2017) study indicates that the notion of teacher identity is
complex, discursive and enacted as well as being connected to teachers’ roles and
teaching beliefs (Reeves, 2018).
Conclusion
In summary, the above literature review provides a foundation for understanding
the multiple and interrelated dimensions of the current study. Based on the literature
presented above, this study attempts to achieve two goals. First, it contributes to the
literature about TPACK and the issue of identity by conducting this inquiry in an
Egyptian context. It was noted in the literature that there are few studies investigating the
notion of identity in an EFL context; most of the studies focused on teacher and learner
identity in English speaking countries. Thus, this study contributes to the research
literature by investigating how EFL Egyptian teachers and learners construct their
identities as users and learners of the English language. Second, this study aims to fill the
gaps noted in the Egyptian research in ELT studies, which lacks qualitative research
studies, research on TPACK, and research on the issues of teacher and learner identities.
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CHAPTER 3: METHODOLOGY
Research Approach
The research methodology is informed by Creswell’s (2016) 30 Essential Skills
for the Qualitative Researcher and Yin’s (2014) Case Study Research: Design and
Methods. According to Creswell (2016), a qualitative study “involves reporting how
people talk about things, how they describe things, and how they see the world” (p.6).
This is specifically what this exploratory interview study aims to accomplish. Yin (2014)
argues that a case study “investigates a contemporary phenomenon in depth and within
real world context” (p.16). In light of these arguments, this case study provides an indepth and complex investigation of how EFL Egyptian teachers and EFL Egyptian adult
learners perceive their integration of technology in the classroom and outside the
classroom for teaching and learning English in Egypt.
Furthermore, the study investigates how the participants—teachers and learners—
construct their identities in the context of learning and teaching English as a foreign or an
international language in Egypt. Because this study consists of two groups of participants,
it is considered a multiple case study. The teachers establish the first case study, and the
learners establish the second case study. Each participant within each case study is
considered a holistic unit of analysis.
Context of Study
The study was conducted in an informal English language institute in Egypt that
offered EFL classes and international testing services for adult learners. The language
center was called Level Up and was located in the city of Alexandria, Egypt. For this
investigation, I was given consent to use the school’s actual name. Based on the center’s
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official Facebook page, Level Up was founded in 2015 and was certified by Pearson UK
as an English training center.
Level Up was not my initial research site for the study. I had originally intended
to conduct the study at AMIDEAST, Alexandria. However, they did not give me
approval. Since I was already in Egypt to collect my data, I had to look for an alternative
site that provided similar educational services for adult learners. I called a former
colleague of mine who had worked in several schools in Alexandria and who knew Amin
in person. He recommended Level Up and helped me get access to the site.
To gain access, I called Mrs. Mohie, one of the teacher participants and a cofounder
of Level Up, to explain the purpose of the study and schedule an informal meeting with
her. To help me recruit the participants, Mrs.Mohie invited me to a potluck at Level Up
where all the teachers were present to celebrate the holy month of Ramadan; the staff
brought food and broke the fast at 7:30 PM. After breaking the fast, Mrs.Mohie
introduced me to the teachers and asked me to explain the purpose of the study. I
explained the study for the 3 teachers who were present and asked if they were willing to
participate. Upon receiving their approval, I sent them an e-mail with the consent forms
and my contact information to schedule the interview appointments.
Moreover, to negotiate my entry, Mrs.Mohie asked me to record a promotional video
after I conducted the study to speak about Level Up, so she could post it on Level Up’s
Facebook Page and Instagram Page. As for the learners, I was not granted permission to
identify the participants. Instead, I was invited to give Mrs. Mohie a target learner
proficiency level, so Mrs. Mohie sent me the contacts of three learners who had been
informed about the study and had agreed to participate.
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Level Up was located on the first floor of an enormous residential compound on
Cleopatra street in Alexandria. The center consisted of two classrooms, a teachers’
lounge, a small kitchenette, two restrooms, and a reception area. The reception area had a
customer service counter and some waiting chairs. The two classrooms were equipped
with a laptop device connected to a big screen on the wall and a white board. The tables
were set in a U shape. There was an AC in each classroom.
The walls were painted in blue and yellow. The customer service (CS) employee was
wearing a uniform in the same colors to reflect a professional attire. The teachers’ lounge
had tables, chairs, and shelves full of supplies. There were no computers for the teachers
to use. On the wall adjacent to classroom 1, there was a certificate of accreditation hung
on the wall so clients who entered the place could see it.
In an informal conversation, the CS employee, I have been informed that Level Up
offered 18 levels of EFL classes starting from beginner to advanced. She also told me that
she, based on Mrs. Mohies’s instructions, advised the learners not to take classes after the
pre-intermediate/intermediate stage because by reaching this stage, the learner was ready
to speak comfortably in English. She also told me that it was common for learners to ask
for one-on-one private tutoring instead of group sessions. When I asked her why they did
that, she told me that some students, especially in the beginner stage, feared being
ridiculed by their peers. The learners wanted to avoid the pressure of speaking English in
public. The CS employee told me that she convinced the clients that a group setting was
usually better, and that the teacher would make sure to create a safe environment for all
the learners, where they were all treated with respect.
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Data Collection
The study was conducted from 6/19/2019 to 7/21/2019. Data was collected through
semi-structured interviews with the participants, and artefacts, that included worksheets
designed and used by one of the teacher-participants, were collected. Each interview
lasted between 40 to 60 minutes. Even though I gave the participants the freedom to
conduct the interviews in Arabic, five participants conducted the interview in English
while two participants conducted it in Arabic. Interviews were audio recorded via an
online recorder then transcribed manually. The transcriptions were coded through
MaxQDA qualitative software program. Even though Mrs. Mohie initially gave me
consent to conduct class observations, I could not conduct them because of some
complications that emerged in the research site. Nonetheless, I used the Facebook page
and the official website to give nuances to what the participants described. However, the
Facebook page and the website were not analyzed as secondary units of analysis.
Participants
I interviewed 4 EFL Egyptian teachers and 3 EFL Egyptian adult learners. The
following tables present their demographics. I used pseudonyms to protect the
participants’ confidentiality.
Teacher’s Name

Gender

Years of

Qualifications

Experience
Mrs. Mohie

Woman

10 years

- TESOL certificate
- She was the head
of the teaching
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department and a
cofounder of Level
Up
Mariam

Woman

8 years

General Diploma in
education from the
Egyptian Ministry
of Education and a
diploma in TAFL
and a Master of Arts
in language and
Translation studies.

Sally

Woman

7 years

A certified IELTS
trainer from London
Teacher Training
College

Mohamed

Man

7 years

CELTA (certificate
in teaching English
to speakers of other
languages)

Table 1: Teachers’ Demographics

Mrs. Mohie was a mother, a teacher, and a business woman. As mentioned in the
above table, she was one of the cofounders of Level Up. She was also the head of the
teaching department and was responsible for any administrative decisions related to
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teaching and hiring. Mohie believed that teaching is a noble profession. For her, teachers
should be passionate about what they do because they are helping learners achieve a
dream.
Mariam graduated from Alexandria University with a BA in Linguistics and
Translation. She also has Master of Arts in Language and Translation. She worked as a
translator for 3 years and as a general manager assistant in an international company.
However, she made a career shift and decided to teach English to adults. Even though she
mentioned in the interview that she was not confident about her skills as a teacher, she
believed that the classroom was a space for her to become creative and influence people’s
lives. She taught English as a foreign language (EFL) and English for specific purposes
(ESP) in 3 universities in Alexandria. For the last two years, Mariam has been teaching
EFL in two adult language centers—one of them was Level up. She was interested in
teaching with technology and multimedia.
Sally was a mother of two and an EFL teacher. She has been teaching EFL to adults
for the last 5 years. She enjoyed teaching adults more than teaching young learners. She
also worked as an independent English tutor. She offered private sessions, and she used
Facebook to promote her teaching services. She also obtained a certificate in delivering
IELTS training sessions, and she offered private IELTS sessions. Sally believed that
technology was very important in language classrooms.
I have known Mohamed personally prior to the interview. We worked together in a
language school named ASEB in 2012. When Mohamed graduated with a BA in Arabic
studies, he started his career in teaching Arabic as a foreign language to international
students in Egypt. Then he self-improved his English skills and started teaching EFL in
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private adult language schools. Recently, he obtained the CELTA. Mohamed was a
proponent of communicative and social pedagogies, and he also believed that technology
played an important role in English language teaching and in promoting learners’
autonomy.
Learner’s Name

Gender

Years of learning

Qualifications

English

/Occupation

Asma

Woman

13 years

Speech Therapist

Amy

Woman

10 years

Medical student

Amr

Man

20 years

Medical student

Table 2: Learners’ Demographics

Asma was married with no kids. She has been learning English for 13 years.
However, her English proficiency was still at the pre intermediate level. She attributed
this to the difficulty of being consistent in attending afternoon classes, especially that she
worked in the morning as a speech therapist. Asma loved the English language and was
very keen on improving her language skills because she believed that learning English
was essential for ones’ economic and social improvement in Egypt.
Amy was in the last year in the school of medicine in Alexandria university. When
she was 7 years old, she immigrated with her family to Libya. Her family still lives there
but she returned to Egypt to start her higher education in Alexandria University. Amy
was learning English for two reasons. First, she wanted to improve her presentation skills
in English to be able to give efficient presentation at her school since English is the
language of instruction in the school of medicine. Second, she wanted to improve her
language skills to find a decent job after her graduation. Amy also loved the Turkish
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language, she tried to self-learn Turkish through Turkish soap operas and YouTube
channels.
Amr was an unusual participant. He was first recruited as a learner, but I discovered
that he moderated English conversation classes in an informal English club. He started
the English club with his friend who encourage themselves and people to improve their
fluency skills in English. He had a Bachelor of Medicine from a university in Russia. He
could not join the school of medicine in universities in Egypt because of his score in
secondary school, so he had to study abroad if wanted to pursue studies in the medical
field. He chose Russia because universities in Russia did not require an English language
proficiency certificates.
Who I am as a Researcher
It is of paramount importance to reflect on my position as a researcher in the study.
Who I am as a teacher and a researcher in the field of ELT is unavoidably woven in my
interpretation of the data. I am an Egyptian English teacher. I have been teaching English
in Alexandria, Egypt for nine years. I have been working in adult education from 2014
until 2018, mainly teaching EFL, TOEFL, and SAT preparation courses to Egyptians as
well as Syrian, Sudanese, and Iraqi refugees. In August of 2018, I started my master’s
program in the University of Nebraska- Lincoln in the department of Teaching, Learning,
and Teacher Education. As a graduate student, I was keen on deepening my
understanding of the issues of identity in language learning and the issues of
teaching/learning with technology.
As a researcher, I am interested in conducting qualitative research because it
provides a window to understanding how people come to understand a certain
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phenomenon. I believe that qualitative research is a way to explore not only other
people’s habits, beliefs and interpretations of the world, but it is an exploration of the
researcher's self. It is a road to discovery and rediscovery. Even though I was studying in
the United States as a Fulbright scholar, I was compelled to conduct this inquiry in my
home country, Egypt since the whole idea behind being a Fulbright scholar is to
contribute to the development of one’s country. I wholeheartedly aspire that this research
study would contribute to the improvement of English language teaching and learning in
Egypt
My teaching experience in Egypt compelled me to conduct this investigation. As an
Egyptian teacher, I am aware of the challenges that face Egyptian teachers and learners
regarding integrating technology in the classroom. I know, from my experience in
different institutions, that most Egyptian teachers in different fields lack the pedagogical
knowledge to leverage the affordances of technology in the classroom to promote 21st
century skills. Therefore, I was determined to investigate this issue from the perspective
of teachers and learners to find ways to promote teachers’ technological pedagogical
content knowledge (TPACK) in Egypt.
My position as a nonnative English teacher is also pivotal in the study. Being part of
the EFL and TESOL community in Egypt, I understand the cultural and ideological
challenges that face Egyptian EFL teachers. Being part of this cultural context helped me
in understanding, reporting, and interpreting their experiences.
Data Analysis
In this interview study, the semi-structured interviews were transcribed and
translated as necessary in Arabic and English. The data from interview transcripts were
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analyzed through iterative processes of generating codes, narrowing down the codes, and
looking for patterns across all codes. Eight main codes were generated from the teachers’
data set, and eleven codes were generated from the adult learners’ data set. Data was
analyzed manually and with MaxQDA. Content and discourse analysis were employed.
The narrative analysis is presented thematically according to the predominant codes
across both data sets.
Moreover, frequency tables were created for both data sets in order to narrow
down and create a focus for the analysis. The figures below demonstrate the frequency at
which certain codes were present in the data, and they help highlight the distinctions
between the teacher and learner interviews. There were five predominant themes in the
teachers’ and learners’ data sets: Technology Integration, Teacher/Learner Identity,
Perceptions of Technology Integration, Perceptions of Second/Foreign Language
Teaching Beliefs/Pedagogies, and Digital Literacies. These five themes are the focus of
the analysis in each case study. However, the other themes are not entirely ignored. They
are mentioned either in relation to the general description of the participants or in
association to the other themes for additional elaboration.

Figure 3
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Frequency Distribution of Themes in the Teachers'
Data
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Figure 2
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In figures 1 and 2, the horizontal axes present the coded themes that emerged from
the first phase of analysis, and the vertical axes present the percentage of frequency of
these themes in the participants’ talk. The teachers and the learners devoted almost the
same amount of time to expressing their opinions about the first five themes. However,
the teachers spoke more lengthily about the theme of digital literacy.
Surprisingly, the learners spoke more extensively about second language teaching
pedagogies than the teachers did. Moreover, three additional themes emerged in the
learners’ data, which were not addressed in the teachers’ data: learners’ needs, teacher
identity, and studying another foreign language. Interestingly, the benefits of the English
language emerged more frequently in the learners’ data.
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CHAPTER 4: FINDINGS
This section is divided into three parts. The first case study presents the data from
the teachers’ interviews. The second case study presents the data from the learners’
interviews. The discussion section presents a synthesis of the most significant findings
across the two case studies.
Case Study One: Teachers
I interviewed 4 EFL Egyptian teachers who had been working in the field of ELT
for 5 to 7 years. My participants’ teaching experiences are mostly in the adult teaching
sector. They had brief experiences with young learners and in formal educational settings
such as schools or universities.
Technology Integration
As demonstrated in figure1, this theme was the most predominant in my interviews
with the teacher- participants. They spoke extensively about it in a direct answer to my
question “what does technology enhanced instruction mean to you?” or its paraphrase of
“how do you integrate technology in your teaching?” or indirectly when they were
discussing another question. The analysis of this theme highlights what technology tools
my participants mostly employed as well as how and why they employed them. Two of
the most recurrent sub-themes are (1) the tools, websites and apps the teachers use and
(2) the use of visuals, videos and movies. The analysis in this section supports findings
from England (2007) who found that Egyptian EFL teachers depend on internet resources
to plan their lessons and findings from Nunan and Richards (2015) who listed, YouTube,
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Ted Talks, Voice of America, BBC learning and Facebook as common internet
resources used in teaching EFL. Findings are presented under subheadings.
Lesson Planning. Mohie, Sally and Mariam said that they used online resources
to plan for their lessons (England, 2017). Mohie and Sally were specifically interested in
websites that provided them with material to plan for their TOEFL and IELTS exams,
which are international standardized tests of English language proficiency for non-native
English speakers. As for Mariam, she said she used Google and Busyteacher.com to look
for classroom activities and theme-based lesson plans. Mohie said that she integrated
technology to help her in preparing students for the IELTS exam. She said, “Well, um, I
personally depend now on some websites that are authentic in terms of IELTS. They have
helped a lot actually, to be frank, in directing me to more focused “IELTS” topics.”
Similarly, Sally used Off2Class.com to plan for her lessons. She said, “Off to class.com
offers many kinds of materials .... not materials actually ... lessons, let’s say, either for
writing or speaking or listening or reading, for IELTS, for TOEFL. Everything.”
In an ethnographic study conducted by Mickan and Motteram (2008) to
investigate the nature of practices in an IELTS preparation class, they noted that
classroom practices were teacher directed and IELTS focused where dominant activities
were test practice. They also argue that preparation for comprehensive examinations such
as the IELTS and TOEFL requires the teacher to play the role of the manager in the class.
The teacher has to make selections in content and in planning as well as sequencing the
lesson and the activities. Therefore, it can be argued that Mohie and Sally used internet
resources to fulfil these tasks.
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PowerPoint, YouTube, Ted Talks, and Kahoot. Findings demonstrate that the
teachers integrated PowerPoint frequently as well as other applications such as YouTube,
BBC Learning, Ted Talks, Kahoot, and Voice of America. There was also an emphasis
on using visuals and songs to engage the learners.
For example, Mohie said,
I depend on BBC Learning English and VOA Learning English: these are two
authentic websites that I navigate regularly, and I ask my learners to do the same.
Ted Talks are one of the best things. Um, of course, I use PowerPoint
presentations.
It is interesting how Mohie decided to use the word “depend” instead of words
such as “use” or “integrate” to explain her incorporation of technology to signal how
some technologies are indispensable for her teaching. Instead of simply listing her usage
of Microsoft Office, she decided to create emphasis by the adverb “of course.” The
adverb “of course” foreshadows an assumption that all EFL teachers should be using
PowerPoint, when in reality not all teachers are keen on using it because of its noninteractive nature. The emphasis on using PowerPoint presentations could be connected
to the type of Level Up’s clientele. Mohie mentioned that most of her learners were
doctors and professionals in different fields who were preparing for the IELTS exam in
order to pursue their post graduate studies abroad or to immigrate to Canada, Australia,
the United States. Mohie, along with the other teachers, might have had the assumption
that this type of clientele would appreciate the use of PowerPoint presentations because
PowerPoint is a common tool in different workplaces.
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Sally and Mariam echoed the same practices. When I asked Sally about the
technological tools or digital platforms she incorporated, Sally stated that she mostly
relied on videos because they engaged her learners. She explained that she mostly used
songs and videos as lead ins or warm ups for her lessons to introduce a topic or grab the
learners’ attention. Using visuals and songs has been noted in the literature review as a
common classroom practice in EFL. Sally also stated that she used A-Z Lyrics, BBC
learning, Voice of America, and YouTube. She said,
I use songs and images… PowerPoint presentations, of course. So, I collaborate
all of this in my classes. They make the learning process easier; they (students)
enjoy it as well.
In the above quotation, there is another assumption that PowerPoint presentations
are used in EFL classrooms reflected by the phrase “of course.” Like Sally, Mariam told
me that she was keen on using visuals in her classes to engage the learners and grab their
attention—especially in the lead in or warm up stage of the lesson. I asked her if she
integrated technology in this stage or in any other stage of her lesson. She answered by
saying that she incorporated technology all the time. Mariam explained,
Actually, most of my sessions are based on PowerPoints and videos. If I am
revising, I am using an application called Kahoot. I love this one. It is amazing
and actually the students are engaged in it. They love it; they love the
competition.
Also, Mohamed mentioned that he integrated Quizlet and Kahoot, though he did
not describe how. However, he signaled that his learners were engaged by Kahoot by
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saying, “When I say we are going to use Kahoot, they go crazy.” He also made excited
sounds as I noted in my field notes.
Even though the teachers did not mention how they incorporated PowerPoint in
their instructions, there is literature that sheds light on PowerPoint’s benefits and
limitations. For instance, Adams (2006) argues that PowerPoints are popular in
classrooms because they help teachers point out important concepts and thus facilitates
instruction. However, she argues that it could hamper dialogue between teachers and
learners. Adams (2006) further argues that pointing out to several significant points may
result in insignificance. In other words, when a PowerPoint is overloaded with important
information, learners will be lost.
Moreover, the fact that the teachers are incorporating Kahoot in the classroom
implies that they see value in game-based technologies for language learning (Tivaraju et
al., 2017; Muhridza et al., 2018). As for TED Talks, Aleles and Hall (2016) and Maria,
Vargas and Valencia (2018) argue that TED Talks are common in EFL classrooms
because they engage the learners for several reasons. Presentations on TED Talk increase
learners’ exposure to different cultures because presenters are from different countries
discussing different social topics, enhance learners’ listening skills because learners are
usually engaged in the cultural and social topics, enrich their vocabulary, and facilitate
classroom discussion.
There was also an emphasis on using visuals in Mohamed’s interview. For
example, he stated, “I always try to have visuals. Visuals for all the stages,” which he
used Google Images and YouTube for. Like his colleagues, Mohamed believed that the
incorporation of visuals and videos engaged the learners and promoted their language
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skills. When I asked him about activities that engaged learners, he told me about recently
integrating a short movie from YouTube at the end of every lesson, which he described as
“extracurricular activity.” In explaining how he integrated the short movies in his
instruction, Mohamed stated:
I choose a movie that is suitable for them (students), and I have objectives from
the short movie from YouTube. And, uh, for example, I show them a movie, or a
story and I ask them questions that suit their level. So, I might ask them to
describe the place. So, I want them to say, “there is a + noun ...there is a chair,
there is a desk …there are um, two guitars” and so on. All right. I might ask them
to narrate or to tell the story. Okay. “He went there, and he did this event.” And
for advanced students, or not advanced by the term, but um, like intermediate and
upper intermediate and so on. I might ask them to tell their opinion to talk about
something abstract like “he was so greedy and if I were him, I would do …” so, I
design some questions to suit their level.
One can imply from the above quote that Mohamed was trying to portray an
informed image of his technology integration in the classroom by giving me examples of
his pedagogical aims. It seemed to me that he was trying to convey the message that his
pedagogical choices were not random. For example, in the first line, he used the word
“objectives” to reflect that he knew what he was doing, and he stated what he would ask
his learners to do depending on their language proficiency. This excerpt shows that
Mohamed has technological pedagogical knowledge (TPK). Kozikoglu and Babacan
(2019) and contend that teachers usually perceive themselves as competent in TPK.
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Mariam also seemed especially enthusiastic about using visuals and videos in the
classroom. She believed videos and visuals played an integral part in the learning process
because according to her, all EFL learners are naturally visual. This perception seemed to
be guiding her choice of materials and methods of instruction. It seemed to me that she
connected this belief with students’ confidence and ability to express their ideas, which is
not surprising since it was mentioned in the literature review that learners have positive
attitudes towards incorporating YouTube and visuals in the classroom (Almurashi, 2016;
Yükselir & Kömür, 2017; Dizon, 2018) On this matter she stated,
As I told you, mainly most of the students are visuals, so they get engaged when I
use videos, especially if I am introducing a topic that they don’t know much
about. They focus so much with the video ...more than when a teacher is
speaking. If you are showing them different pictures that tell different stories, they
like it …they like the idea of brainstorming and showing that they know
something. So, I believe that technology in this case is helping them out to share
their experiences. They feel more confident that they can anticipate and predict
what the picture is about.
Mobile Learning and Social media Sites. Godwin-Jones (2018) contends that
mobile assisted learning provides learners with different ways to promote their
vocabulary listening and comprehension skills. He argues that there is great potential for
incidental vocabulary learning through the availability of video streaming, apps,
podcasts, audiobooks, social media and fan sites, and the affordances of mobile devices
make this within the grasp of students. Even though the teachers did not incorporate
mobile learning and social media sites in their instruction, they recommended mobile
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applications and social media sites such as Facebook and YouTube for self-learning,
which supports Altaleb’s (2018) and Almurashi’s (2016) findings that Facebook and
YouTube are effective tools for self-directed learning. Mohie made it clear to me that she
encouraged her learners to use the affordances of their mobile phones and of social media
sites such as Facebook and YouTube. She said,
I always tell them “why don’t you have a website that you can log in every now
and then because we mostly have our cell phones in hands most of the time. And
“why don’t you have a YouTube channel that you check on a daily basis?”
Because we use YouTube every day. We “Facebook” every day, so come on
make use of those social media platforms that are just used for fun. It can be used
for learning.
Similarly, Sally shed light on how social media sites can be used in learning
English as a foreign language. She explained to me that learning a language did not have
to occur through textbooks and attending classes, but rather learners could “scroll down
their Facebook page and just read posts in English … or chat in English with friends
using WhatsApp.” She also stated that she encouraged her learners to download useful
mobile apps. She said,
I use a lot of applications as well. I ask them (students) to download applications.
Ted-Talks has an application. Uh-huh and Meriam Webster dictionary. ELSA for
pronunciation … also Memrise … Duolingo. It works well for beginners.
Mariam also encouraged her learners to integrate technology outside the classroom.
This implies that Mariam was keen on developing her learners’ autonomous learning
skills by promoting M-learning in support to and as a supplement to the classroom. The
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following excerpt highlights how Mariam was informed about how mobile apps can be
used in foreign language learning. She said,
I use an application called Lyrics Training. I give them (students) the name of the
app, so they can use it at home. You have to choose the language of the song, and
according to your level, you fill in the gaps while you are listening.
Similarly, Mohamed encouraged his learners to use Facebook to promote their
language skills. Mohamed said, “I asked my students to follow some pages like Humans
of New York on Facebook.” He explained that this was an effective page for learners to
learn new words and expressions. The Humans of New York (HONY) is a photography
blog founded by Brandon Stanton. The blog features pictures of people who live in New
York with their stories presented in a dialogue attached with their photographs.
It could be argued that Mohamed perceived HONY as a source of authentic
language that can be beneficial for learners. As a matter of fact, HONY is also a great
source for cultural exposure. Throne (2010, p.144 as cited in Sauro & Zourou, 2019, p.3)
argues that platforms such as Facebook “present interesting and perhaps even compelling
opportunities for intercultural exchange, agentive action, and meaning making.”
Likewise, Godwin-Jones (2015) argues that sharing multimodal media offers
opportunities for language learning and cultural exchange.
Audio Recording and Photoshop. Mohamed and Sally stated that they
incorporated audio recording to encourage the learners to practice the language. Sally
used the affordances of WhatsApp to incorporate audio recording in her instruction. She
said, “I have created a group on WhatsApp where members could practice speaking on a
daily basis. So, I just give them a topic, and they send me voice notes.”
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Previous studies on the use of WhatsApp demonstrate that it is beneficial. For
instance, Han and Keskin (2016) contend that using WhatsApp as a recording tool
reduces learners’ feelings of anxiety to speak the language. Sustani and Tarmuji (2016)
also argue that WhatsApp groups are a great way to encourage learners to practice
writing. Therefore, it can be argued that Sally perceived the learning potentials in
WhatsApp and leveraged its affordances because it is available and affordable for the
learners.
As for Mohamed, giving feedback to his learners, especially on their speaking tasks,
constituted a significant part of his teaching philosophy. In fact, this was an area where
digital technologies and Web 2.0 seemed advantageous for him. Mohamed explained to
me that he usually gave learners speaking tasks via audio recordings using a software
known as WavePad, which according to his explanation facilitated the exchange of
recordings and language feedback between him and his learners.
Unlike the other teachers, Mohamed told me that he used Photoshop in his teaching.
Interestingly enough, at this point during the interview, Mohamed decided to show me
how he used Photoshop, so he took his USB flash drive from his pockets, plugged it into
my laptop and showed me an image that he modified its background and increased its
brightness to grab the learners’ attention. Briggs (1986) argues that during interviews, not
only the discourse is significant to the analysis but also factors such as the setting, the
interactional exchanges between interviewer and interviewee as well as interviewees’
attitudes are important.
Thus, I contend that there was a purpose behind Mohamed’s interactional
decision to show me his use of Photoshop instead of just describing it. I believe this is
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deeply connected to the teacher-identity he was trying to construct/reflect during our
interview. However, this point is addressed in depth in the analysis of the teachers’
professional identities.
Challenges in Integration. Johnson et al. (2016) argue that teachers are usually
challenged to integrate technology because of external factors such as poor infrastructure
and lack of access to the internet. Similarly, Ames (2016) had similar findings. However,
her findings also indicate that teachers mentioned lack of professional development as a
factor that challenged them to integrate technology. When I asked the teachers about the
challenges they met with integrating technology, they more or less responded similarly
by referring to the poor infrastructure. None of the teachers mentioned lack of
professional development as an impediment.
For instance, Mohamed said, “One of the challenges I always encounter is the place.
Sometimes some places provide the teacher with everything or with enough technology.
Some other places … no. So, it depends.” He said that he faced challenges when the
place as in a classroom or an institution was “poorly equipped.” Mariam shared the same
concern. She said,
Maybe some of the classrooms are not fully prepared for technology. For
example, in the Academy … every time … every session, I go with my personal
laptop, and I use an AUX to join the laptop with the CD player to make sure that
the sound is clear for the class. There is no sound system that could help us. There
are no computers for students.
It is worthy to mention that “the Academy” is an abbreviation commonly used
among Egyptians to refer to a private university in Alexandria, Egypt that has its own
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English language center. One can argue that the repetition of “every” signifies how
Mariam was frustrated by the poor infrastructure in this institution as well as the need to
use her personal devices. Sally also associated challenges in integration with technical
problems. She stated, “First of all some technical issues might happen. Sometimes, I ask
them to download an app in class or something, and I find out it doesn’t work on an
iPhone.” Mohie also pointed out that having poor internet connection was one of the
biggest challenges. However, she was the only teacher who touched upon teachers’
anxiety and ease when integrating technology in the classroom. Mohie said,
This is actually a common problem in our country. There isn’t that much stability
in the connection even with high speed. And sometimes you feel that um, Eh, if
something is not there, you, you panic a bit. Maybe, the PC or the laptop is down.
You need to find out how to do screen mirroring through your cell phone.
Sometimes you feel that you are more comfortable with your laptop rather than a
mobile screen.
Moreover, the phrase “you need to find out how to do screen mirroring
through your cell phone” sheds light on Amin’s technological knowledge (TK). It can be
inferred from this line that she might have encountered this problem multiple times and
have figured out a way to overcome it. In this way, Mohie represents herself as an expert
teacher.
Teachers’ Perceptions of Technology Integration
The findings from the segment above were focused on detailing how the
participants integrated technology and to what ends. However, this section attempts to
explore the teachers’ personal opinions about technology. Google dictionary defines the
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word perception as “a way of regarding, understanding, or interpreting, or it is a mental
impression. In the light of this definition, I try to analyze how the teachers interpret the
presence of digital technologies in education as well as their own integration of digital
technologies based on their experiences. This section draws from Fishman and Dede’s
(2016) identification scale to assess the teachers’ level of integration. Based on this
tridimensional definition of integration, it could be argued that the teachers are in level
one since they mainly associate technology in the classroom with increasing students’
interest and motivation.
Mohie. Mohie interpreted her experience with using technology in the classroom
by describing her role in the classroom in light of the dichotomy of
conventional/unconventional teachers. Mohie perceived her teaching practices as
innovative because she integrated technology. When I asked her, what technology
mediated instruction meant to her, she stated,
Um, well at the very beginning of my teaching career I was so traditional: “open
your book page, whatever. Today we are discussing whatever.” I don’t think I
have depended on technology except in using the cassette player. Later on, when I
was given some training by some professional teachers, actually, I started to
understand that we can use PowerPoint presentations; we can make use of online
resources in class. We can um, help learners use the internet to look for
something.
One can infer from the quote above that Mohie perceived integrating technology
in the classroom as a way to transform a teacher’s role into becoming more up to date
with current teaching pedagogies. One significant idea that this quote touches on is the
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importance of teacher education. Ironically, the need for teacher education was not
mentioned by Mohie, or the other teachers for that matter, especially when I asked the
teachers about the challenges they have met in integrating technology in the classrooms
Mohie also interpreted her use of technology in terms of environmental and
economic concerns by reducing the number of worksheets used in the classroom. She
explained that she “tried to go green to some extent. It’s not just about the trees being cut.
Of course, I have this environmental responsibility to some extent, but because at the end
of the day, they (students) leave the worksheets at home.” Therefore, she encouraged her
learners to use the affordances of their mobile phones and social media sites. One can
argue that this perception did not only stem from her environmental responsibility to the
planet but from her status as a business owner whose aim could be to sustain her business
by cutting costs.
Moreover, Mohie also believed that technology facilitated the learning process. She
said, “So, I found out that technology can replace a lot of things that we used to do in our
classes that makes life easy for us.” In fact, this opinion was in common with the other
teachers. However, each participant expressed this belief from their own lived
experiences as teachers.
Mariam. Mariam also regarded the integration of technology in the classroom in
light of the binary opposition of traditional/ non-traditional. Moreover, she interpreted her
technology integration in relation to her 2nd language teaching philosophy. She believed
that learning is a cultural and shared experience. In fact, when I asked her about her 2nd
language teaching beliefs, she answered by saying “I believe it’s more of sharing
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experiences and eliciting information” from learners. By the same token, Mariam
believed that teachers should tap into learners’ prior knowledge. She stated,
I believe all of them (students), including the ones in the elementary stage, have
background knowledge about English. So, it is not the first time for them to learn
the language. So, actually this is what I work on: I work on their knowledge in
order to elicit the information they have. So, it appears like sharing experience,
not teaching and spoon-feeding.
It is interesting how Mariam assumed that all language learners have some
background knowledge of the language. It is probable that she based this assumption on
the fact that English is the commonly used second language in Egypt (Schaub, 2000). It is
mandatory to have English classes at some point in schools. Even in public schools where
the language of instruction is Arabic, it is mandatory for students to study English as a
foreign language (McIlwraith & Fortune, 2016).
Going back to her integration of technology in the classroom, Mariam explained
that videos and visuals facilitate instruction by introducing unfamiliar topics and by
acting as a prompt encouraging students to brainstorm and share ideas. Therefore, one
can imply that she perceived technology integration as a way to complement her teaching
pedagogy (Liu & Geertshuis, 2016). She said,
They get engaged when I use videos, especially if I am introducing a topic that
they don’t know much about. They focus so much with videos ...more than when
a teacher is speaking. If you are showing them different pictures that tell different
stories, they like it …they like the idea of brainstorming and showing that they
know something. So, I believe that technology in this case is helping them out to
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share their experiences. They feel more confident that they can anticipate and
predict what the picture is about. So, of course technology plays a great part
because now books actually are not as effective as they were before. They get so
bored …they are lost. They are not with you. But whenever you do that, you are
showing them something that's engaging, they are totally concentrating.
The above quote also demonstrates that Mariam connected technology integration
with student engagement. Moreover, upon reading the interviews, I had the impression
that the issue of student engagement was prevalent in Mariam’s as well as Sally’s
discourses in comparison to the other teachers. As a result, I ran a lexical search on
MaxQDA and counted the words “engaged, “engaging,” and any synonymous
expressions to substantiate this claim. The search findings revealed that Mariam brought
up this issue 6 times, while teacher Sally brought it up 5 times in relation to other
teachers who mentioned it once or twice. This indicated that student engagement was an
integral part of Mariam’s and Sally’s pedagogic beliefs.
Sally. When I asked Sally, how she normally conducted her lessons, like Mariam,
she stated, “I start with an image ...a video or a song” as a warm up. She described that
the warm up stage “must have something that attracts the learners” because as she stated
in an answer to a different question, “If I didn’t get the attention of my students and get
them interested in the lesson…they will fail to learn.” The choice of the verb “fail”
implies a definitive consequence if the lesson lacked an aspect, which my participant
deemed ultimately important. When elaborating on her technology integration, Sally
perceived the integration of songs, images and PowerPoint presentations as means to
“make the learning process easier.” She also stated that learners “enjoy it as well.”
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The binary opposition of traditional/non-traditional teaching emerged in Sally’s
discourse as well. She mentioned it twice. She first mentioned it when she was describing
how her role as a teacher changed over the years. However, this will be analyzed later in
regard to the theme of teacher identity. She mentioned it for the second time when she
responded to my question “How can technology change the EFL/ESL learning
experience?”
Sally said that it had several benefits such as lesson planning. She also said that
the benefits resulted from “having videos…the PowerPoint presentations, images, and
things like this.” By “things like this,” I assume that Sally meant technologies that have
presentational functions and appeal to the visual (Fishman and Dede, 2016). One can
contend that Sally, along with Mohie and Mariam, confined the use of technology in the
classroom to videos and the use of PowerPoint presentations.
In addition to this, Sally stated that “Some learners like this. Some others who got
used to this traditional way of learning as spoon-feeding. They don’t like this.” This
quotation shows how Sally identified traditional methods of teaching with “spoonfeeding” where the teacher is positioned as the disseminator of knowledge, and the
student is viewed as a passive receiver of knowledge. One can argue that Sally integrates
technology to promote a student-centered classroom. Like Mariam and Mohie, Sally
explained that using technology, especially video tech can facilitate the learning process
by recounting a time when she had used a video called “Almost a Girl” in a conversation
class to introduce the concept of Feminism. She said, “The video helped me get the
concept across.”
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Mohamed. One can contend that teachers’ attitudes towards technology are
deeply connected to their teaching beliefs (Tunjera & Chigona, 2020). For example,
Mohamed perceived effective second language teaching as communicative and studentcentered where the teacher talking time must be reduced. Mohamed linked his pedagogic
belief to his attitude towards technology integration. When I asked him about how
technology can change the EFL/ESL learning experience, he said,
I told you in the beginning that I should reduce the teachers’ talking time or
teacher talking time. And using technology reduces teaching. I was scared some
months ago. I was asking like, are we going to be teaching in the future or
technology is going to do everything. Yeah, of course it helps, uh, helps a lot of
students, not all the students because some students are dependent. They want
someone to spoon-feed them.
According to Mohamed technology integration could facilitate instruction by
“reducing teaching,” which can suggest that some tasks could be executed via some kind
of digital technologies. One can discern from the italicized part that even though
Mohamed might have a positive attitude towards technology, he might also be feeling
insecure about his position as a teacher in the digital age. Like Sally, Mohamed
associated learners’ willingness to integrate technology with teaching approaches such as
“spoon-feeding.” This quote also suggests that Mohamed believed that integrating
technology was connected to being an independent learner. In an answer to a different
question, he restated this notion by saying, “Technology… yes, it helps, but it is the will
of the student.”
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Teachers’ Perceptions of Autonomous Learning. One predominant sub-code
that emerged in the analysis was how the teachers perceived students’ readiness to
integrate technology for self-autonomous learning. The teachers had more or less similar
attitudes towards this issue, which could be the result of their teaching context: being
teachers in educational institutions in Egypt. According to El Fiki’s (2012) study, many
schools in Egypt, especially in the public sector, are still struggling to adopt studentcentered teaching approaches, and as mentioned in the literature review, Sadik (2008)
described that most attempts to integrate technology in the curriculum have not been
successful in most private and public schools because teachers did not have any efficient
training. Sally has referred to the lack of training as an impediment to autonomous
learning and the integration of technology. When Sally was recounting how she
encouraged her learners to practice English 15 minutes a day by recommending resources
such as “YouTube, TED Talks, applications, BBC learning and Voice of America,” she
said that only “1 out of 5” students actually used the resources. When I asked her why she
thought so, she said, “Because they were not trained to do so at school.” However, these
resources do not usually require training. Sally might have wanted to say that the adult
learners she has encountered have not been trained to adopt autonomous learning
techniques at school. Therefore, learners might feel demotivated to use such resources.
Mohamed, on the other hand, explained his inability to implement online tasks in
connection with the learners’ poor digital skills. He stated, “Students who are not good
with technology usually say, ‘I didn’t find that page, or I couldn’t do that, or it doesn’t
work’, so students who are not good with technology don’t help me have online tasks.”
When I asked him how he reacted to such statements, he said, “I give them alternatives
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that do not require a lot of technology such as Facebook." When Mohie was explaining
how she handled students’ questions about the meaning of words that she did not know,
she said, “I just say I don’t know or I sometimes say, ‘I am not a dictionary to come ask
me … go and ‘google it.’” The phrase “go and google it” grabbed my attention.
Accordingly, I asked my participant whether this was common in the Egyptian classroom
culture, to which Mohie responded,
Unfortunately, not. Most learners don't have this concept. Some learners have it.
Really in class, I might have one student who without giving him internet access
uses his mobile data and starts looking for the meaning of words, but this is one in
a million. But “we” need to boost it. Yes, it is not there, but keep on telling
“them;” it changes by time.
According to the above excerpt, unlike Mohamed, Mohie did not perceive
students’ inadequate digital skills as an impediment. She perceived it in terms of a
teacher’s duty to help learners develop their skills. The quote highlights that Mohie
believed that Egyptian adult learners were dependent on the teacher. Because Mohie, like
my other participants, mainly taught English to adult learners, I was curious to know
whether she would perceive students’ readiness in terms of students’ age. However, she
asserted that it was not the age. It was “the mindset.”
Mariam also believed that technology integration in the curriculum was not
common in Egypt. For this reason, she believed that learners should be guided when first
introduced to it. She stated, “At the beginning of using technology—it’s not very
common in Egypt—you need to be monitoring what is going on.” She repeated this
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emphasis on “guidance” when I asked her about how internet technologies can foster
autonomous learning, to which she recounted the following,
A program for example needs to guide the students to move to the next level—
especially in Egypt. If you tell a student “go learn from YouTube channels, he
will say but I don’t know how to start. I don’t know which is suitable for me.” So,
most of the students are not self-motivated. Their mindset is set on spoon-feeding.
In the above quote, Mariam echoed Mohie’s perception: the learners’ mindset
was not ready to adopt autonomous learning via digital technologies. Moreover, while
Mariam was explaining how technology facilitated learning, she claimed that it has
encouraged her learners to depend on themselves. She stated, “Students started to depend
on themselves. They keep on searching, googling and preparing for their own
presentations.” Mariam was the only one who reflected on teachers’ readiness to integrate
technology in their instruction. She perceived teachers’ readiness in relation to their
passion about their professions. She stated,
Some teachers don’t take this profession out of passion. They just take it as
something they get money of… maybe for other reasons. I am not sure, but they
aren’t that passionate. So, they don’t like new things; they like the traditional way
of thinking. So, I don’t think these teachers could be able or even enthusiastic
about using technology in the class.
This excerpt sheds light on Mariam’s own perception of herself as a teacher. One
can argue that she perceived herself as a passionate and non-traditional teacher even
though she did not state it. Her description of other teachers suggests an implied contrast.
Gee (2008) argues that
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Most—perhaps all—instances of sense making in a language are organized
around contrasts, usually binary. These contrasts are signaled in a variety of ways
by a speaker, including words, syntax choices…and patterns of repetition and
parallelism in a text. (p.126)
By describing the teachers as dispassionate, she implied that she was
passionate, and by stating that “they like the traditional way of thinking,” she constructed
herself as the opposite. Moreover, the quote casts light on the relationship between
demotivation and professional development: an issue that policy makers and educational
leaders need to address when they design professional development programs or
workshops. Teachers could be demotivated by several factors such as low salaries, work
environment, lack of professional development training, overcrowded classrooms, or
teaching to high stakes tests. Having passion towards teaching and being self-motivated
are without question highly important to developing one’s self. Nevertheless, one cannot
underestimate the effects of contextual factors in shaping teacher’s pedagogies and
readiness to adopt new methods (El Fiki, 2016).
Teachers’ Perceptions of their Technological Knowledge (TK)
This section of the analysis acts as a continuation of the previously discussed
theme, however, with a more emphasis on the teachers’ digital literacy. Because being
literate is constantly evolving (Godwin-Jones, 2018), I was interested in understanding
how the teachers cope with this constant change. The U.S Department of Education
defined digital literacy as the skills users need to find, evaluate, organize, create and
communicate information using technology (2015). Data analysis of the teachers’
discourses indicate that they can be described as digitally literate. In analyzing how
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teachers integrate technology, it was evident that the four teachers were capable of using
basic digital skills such as searching the internet for teaching material whether via
Google, YouTube or websites as well as finding and evaluating digital information.
Mariam said, “I just search for lesson plans about a topic on Google.” She also
explained that when she was looking for theme- based lessons, she usually resorted to
BusyTeacher.com. Similarly, Sally said, “I got into searching and surfing the internet for
new information and new materials…worksheets, games, and teaching platforms.”
Moreover, when Sally was describing how she developed as a teacher, she said,
I was searching for tutorials, or someone to show me teaching techniques. I found
Jack Askew. He has his own online website for teacher training. He helps you
become a better teacher. He was sending me emails, not just me but people who
subscribed to his website.
The above excerpt demonstrates that Sally did not only know how to use basic
digital skills, but she could communicate information using technology reflected in how
she communicated with the teacher trainer via emails. Mohamed also showed indications
that he could find and evaluate information online. For instance, when he was explaining
how he incorporated videos from YouTube in the lessons, he stated, “I choose a movie
that is suitable for them (students).” This quote shows that Mohamed was capable of
judging and selecting material based on his learners’ English proficiency level. Mohie
also exhibited the same skills when she was describing how she used videos from TED
Talks. She stated, “Ted Talks are suitable for me starting with pre-intermediate learners.”
Furthermore, the four teachers demonstrated their ability to create information
using technology. As mentioned in the integration section above, the participants
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mentioned using Microsoft office programs such Word and PowerPoint. As a matter of
fact, Mohie did not only use technology to create content for the classroom, but she also
created information via recording live videos and posting them on the institution’s
official Facebook page to promote her business. It was also evidenced that Mariam
encouraged her learners to use PowerPoint to create information and share it with their
peers. When Mariam was explaining how she encouraged her students to use technology,
she stated,
They like to give presentations using PowerPoint. Once we were discussing the
difference between heritage and culture. And I gave each one of them a country to
search for its heritage. And once, I was talking about superstitions and I gave each
one also a country, and I told them to choose five different superstitions related to
this country and to tell me what's the story behind this superstition. So, they do
the research at home and present in class.
In this excerpt, Mariam was trying to demonstrate how she encouraged her
learners to search for information and create content to improve their language skills.
Most probably, Mariam’s main concern was to encourage the learners to practice their
English. However, she simultaneously encouraged her learners to improve their digital
literacy skills by finding information online and creating digital content.
When I asked the teachers how comfortable they were with using technology,
they reported that they were comfortable with it. For example, Mariam stated, “I am very
comfortable. It makes things easier.” Even though Mohamed did not state how
comfortable he was with technology, it could be inferred from how he integrated it that
he was relatively comfortable. Yet, he connected his comfort to the infrastructure of the
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teaching setting. He said, “It depends on the place because one of the challenges I always
encounter is the place.”
When I asked Sally, she said, “very comfortable. It gets me so much at ease. I
really appreciate technology. I use a lot of applications as well.” Mohie, on the other
hand, said, “Well at the very beginning, I used to feel like I lacked experience if
something goes wrong. I used to panic.” One can argue that Mohie used an implied
binary contrast reflected by the adverbial phrase “at the beginning” (Gee, 2008) to
explain that she was currently comfortable with technology.
Taking the theme further, I asked my participants if they would feel comfortable
if they were assessed as teachers on their level of technological knowledge. Mariam,
Sally, and Mohamed believed it was important. However, Mohie had a contrary opinion.
Mariam made the connection between being technologically competent and
having non- traditional teaching approaches such as being student-centered and
communicative. However, one can imply that by perceiving traditional methods of
teaching as “easy”, she casts them in a negative light. For instance, Mariam stated, “Of
course, it is important. Nowadays, it is important because it is very effective, but actually
not all the teachers are aware of it yet. Most of the teachers take the easy traditional way
of teaching.” Similarly, Mohamed stated,
It's perfect because I suffer from my colleagues who don't know how to use
technology. I suffer when we work as a team… like they can’t use Word; they
can’t make a table. They say stuff like “help me with this and help me with that
…” But I believe a teacher must learn technology and must be very good at it.
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It can be implied from the above excerpt that Mohamed perceived using
Microsoft as a basic digital skill a teacher ought to learn. Moreover, the usage and the
emphasis of the word “suffer” indicate that he perceived himself as technologically
competent. It also sheds light on how a lack of basic digital skills among colleagues could
disrupt collaborative and team work endeavors. Similarly, Sally also stated, “That would
be really good …because I cannot believe in classrooms without any kind of technology.”
When I asked her if she perceived this as fair for teachers, she said,
Yes, because let me tell you something how will the learners benefit if the teacher
uses a video with terrible quality or even the printed worksheets. There must be
standards to follow when teachers are using technology
Her concern with standards implies that Sally perceived herself as
knowledgeable about effective integration of technology. One can also argue that she
constructed herself as competent by linking digital literacy with effective teaching
reflected by the question “how will the learners benefit?” Mohie, however, did not see a
relationship between effective language teaching and technological competence, as she
stated,
Maybe, I feel sad if they question my ability to help them understand something.
But when it comes to technology literacy, it is fine by me because it is not the
main aim of my course.
Based on how the teachers described their technological practices and their selfperceptions of their level of comfort with using integrating technology in the class. It
could be argued that the teachers have technological knowledge (TK). The teachers’

71
confidence about incorporating technology could be the reason why they have
technological knowledge.
Teachers’ Perceptions of their Pedagogical Knowledge (PK)
To understand the teachers’ TPACK skills and how they construct their
professional identities, it is important to explore how the teachers describe their own
teaching beliefs and classroom practices. The teachers’ narratives about their teaching
beliefs and practices generally suggest that they are proponents of student- centered and
communicative pedagogies even though each participant seemed to be mainly concerned
with a specific pedagogic practice. For example, Mohie was concerned with
contextualizing language teaching. Sally was concerned with promoting classroom
engagement. Mariam was concerned with tapping into students’ prior knowledge, and
Mohamed was mostly concerned with reducing the teacher talking time to allow students
to practice the language. The findings in this section are organized by the name of the
participant in order to present how each teacher gave attention to a specific teaching
pedagogy even though they worked in the same teaching context.
Mohie. Griffth and Lim (2010) argue that learner centered classrooms usually use
communicative teaching approaches. They further contend that in communicative
classrooms there is a focus on communication and fluency over grammatical accuracy
even though grammar is still an important element of the lesson. This entails the use of
language in social situations and context. One can argue that Mohie implemented
communicative teaching by asserting the importance of contextualizing language
teaching. She constructed herself as completely against decontextualizing grammar. On
this matter, she said,
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I think the way we have been approaching grammar in schools is incorrect. We
begin with the rules (at schools). So, I think we need to make them (students)
understand that it is not “grammar;” it is “context,” using things in context to
deliver a certain message.
Mohie’s use of context to promote learners’ communicative competence was
reflected when I asked her to describe activities that engage language learners. The below
anecdote has several indications. First, the two activities that she narrated suggest that
Mohie implemented contextualized teaching. The activities also shed light that learners
were actively participating in finding information from labels or through learning
vocabulary or grammar through speaking about what they were cooking. Moreover, one
can argue that Mohie was using real life experiences and realia to promote classroom
engagement and encourage learners to speak. She said,
They like, um, they like tangible stuff. So, activities depending on uh, something
they have in hand rather than something that you watch or see on TV. They like it.
And for example, I got them once, some biscuits and some potato chips, and I
started telling them “mention some facts about these products such as the
production date. We were discussing the present simple tense, so we started to
look at the things and discuss facts about them, and you know what was
interesting is that they started eating them. And one more activity that they really
liked is engaging them in cooking – cooking that doesn’t need the oven or the
stove… something like salad. they become highly interactive, and they liked the
idea that they are doing something different. And they start saying “are we taking
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an English course or a cooking class?” And they don’t know that we are inserting
grammar and vocabulary.
Sally. Sally believed that classroom engagement was essential. According to her,
a successful language classroom engages the learners by grabbing their attention through
the use of interesting and interactive materials, especially in the warm up stage as
mentioned before. Being keen on involving the learners in the lesson could imply that
Sally was encouraging her learners to become active participants. This claim was
reinforced by her description of the activities that engaged the learners. She said that
learners are engaged in the treasure hunt activity, gallery walk, and Tic Tac Toe.
These activities, if truly implemented, encourage learners to become active in the
learning process. Sally also believed that using rewards would motivate the learners to
learn the language. She said, “They are adults but still like kids. If you have any kind of
chocolate to give them for the right answers, they become really excited.” This quote
suggests that Sally was concerned with promoting classroom engagement by increasing
student motivation.
Her concern with promoting classroom engagement was reflected in how she
integrated technology in the classroom. As discussed before, Sally mainly integrated,
videos, songs, and visuals because her students enjoyed it. Alexander and Murphy (2000)
cited in Bista (2011) argue that in learner centered classrooms, there is a great emphasis
on learners’ motivation and affect by engaging the learners in activities that increase
students’ motivation and commitment to accomplish common learning goals. This
argument could explain why Sally believed that if learners were not engaged, the learning
would, as she said, “fail” to occur.
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Mariam. When I asked Mariam about her teaching beliefs, she asserted the
importance of tapping into students’ prior knowledge through elicitation. She said,
I work on their knowledge in order to get or elicit the information they have. So, it
appears like sharing experience, not teaching or spoon-feeding…And what is
amazing is that whenever they are sharing their experience, and when you are
eliciting information from them, they are surprised that they know it. They get
very happy. They are so enthusiastic to work with you.
The above quote indicates that Mariam perceived a relationship between tapping
into students’ prior knowledge and student motivation to learn, which is reflected in the
italicized part of the excerpt. Griffth and Lim (2010) contend that to create a
communicative and learner-centered class, it is important to encourage language learners
to become active participants by linking new material with learners’ prior experiences
because this helps the learners personalize their language use and to recycle the
vocabulary they already have in English. Thus, by saying that she elicited information
from her students, Mariam could be attempting to link learners’ old experiences with new
material to encourage their active participation. Their active participation could be
implied by describing this practice as “sharing experience,” which could suggest that the
leaners brainstorm to share their experiences about the topic in question with other
classmates. Based on this, one can conclude that Mariam implements communicative and
learner-centered pedagogies.
Mohamed. Mohamed stated that he believed in communicative teaching
approaches. Even though this is not an indication of whether or not he applied
communicative techniques in the classroom, his emphasis on the importance of reducing
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teacher talking time and encouraging learners to speak through voice recording and
giving feedback, as discussed before, suggests that he is concerned with promoting
learners ‘communicative competence. Therefore, he could be applying communicative
teaching approaches (Richards, 2006; Griffth & Lim, 2010). When I asked him about his
teaching beliefs, he said,
I believe that the communicative approach is the best approach, which depends
on the learners, so we can call it your learner centered… My teacher talking time
should be minimized; the students’ talking time should be maximized.
Moreover, when he described how he normally conducted his lesson, Mohamed
said,
I start by warming up. And if there is a text I will tackle, I pre teach vocabulary.
And then I expose them to the text. So, the text means listening or reading. Then,
um, they have a discussion or answer questions or something. Okay, which is
usually a question for just looking for details. Then we go to the MPF, what we
call: meaning, pronunciation and form. And then we go to, um, to practice, which
is controlled practice. Maybe semi- controlled practice. And then free practice,
basically this is basically what happens.
Mohamed’s description suggests that he used listening and reading texts to
contextualize target language. Using context to help learners negotiate meaning is
considered a feature of communicative teaching approaches (Richards, 2006; Griffth &
Lim, 2010). There is also an emphasis on input and output which is reflected in how he
organized his lesson: students were exposed to a text, then they practiced the language in
a controlled way, and finally they used the language in a free practice. Borges (2006)
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cites Howatt (1984) who argues that there are two versions of the implementation of the
Communicative Language Teaching Approach (CLT): weak and strong.
In the weak version, teachers use pre communicative tasks (controlled drills to
check understanding of language). In the strong version, however, the teacher takes a
“less dominant role” and the learners are encouraged to take responsibility for their own
learning. Therefore, one can conclude that, based on how Mohamed staged his lesson in
the quote above, he implemented the weaker version of the CLT because he implemented
controlled practices which were pre communicative tasks. Whether it is completely
communicative or not, Mohamed’s lesson, as described by him, suggests that he was
concerned with promoting classroom engagement and learners’ active participation,
which is reflected by his use of warm ups at the beginning of the lesson, follow up
discussions after reading/listening texts, and free language practices.
Teacher Professional Identities in Construction
Investigating how my participants constructed their professional identities was not
initially a part of my investigation until I collected the data. During the coding phase, I
noted that my teachers’ discourse was rife with positioning statements, personal
perceptions of and reflections on their own roles, which shed light on how they
constructed their professional selves. Bathmaker (2010) cited in Cheung (2015) argues
that “the narratives of teachers offer a lens into the teachers’ internal ownership of their
identities” (p.179). Therefore, I felt obliged as a researcher to include this data as part of
my analysis. As mentioned in the literature review, Reeves (2018) argues that teacher
identity is connected to how teachers teach, perceive their roles, and build relationships
with their students. My conversations with the teachers were rich with such examples
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which I analyzed to understand how the teachers constructed and negotiated their
identities.
Gee (2000) contends that individuals use language and Discourse in order to be
recognized in a certain way. For this reason, I apply discourse analysis, employing Gee’s
(2011) discourse analysis toolkit to understand how the teachers seek to be “recognized
as a certain kind of person.” Even though Gee (2011) lists seventeen tools, for this
analysis I apply only two: The Activities Building Tool and The Identities Building tool.
With the Activities Building Tool, I explore how the teachers describe their teaching
practices in order to accomplish a socially recognizable endeavor. With the Identities
Building Tool, I explore what socially recognizable identities the teachers are trying to
enact and how the teachers are positioning other people’s identities through language.
Bassiouney (2016) cites DuBois (2007) to argue that “speakers usually position
themselves and others as particular kinds of people, almost stereotypes. This positioning
can then accumulate into a larger entity that we may call an identity” (p.2).
Teachers as Fluent English Speakers. One pattern I have noted was that the
teachers constructed themselves as “subject matter experts” and “pedagogical experts”
(Beijard et al., 2004 cited in Cheung 2015). This suggestion is reflected, initially, through
the teachers’ choice to conduct the interview in the English language and not in their
native tongue even though I gave them the choice to use either English or Arabic before I
have started the recording. Bassiouney (2016) argues that intentional and strategic use of
linguistic resources—specifically code switching—can exhibit power by positioning
oneself in a dominant position. She argues that in Bolonyai (2006) a group of bilingual
young women code switched to English as a display of power and an assertion of their
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sense of superiority. In the light of Bassiouney’s (2016) contention, it could be argued
that by choosing to converse in English, the teachers were asserting their expertise and
knowledge.
Even though the teachers had a great mastery of the English Language, I had the
impression that it limited their self-expression. Therefore, choosing to converse in a
foreign language for almost an hour reveals that the teachers wanted to be recognized as
experts in the language—that they can speak it comfortably, confidently, and fluently in
order to attest to their professional competency. I also argue that this deliberate
construction of identity is connected to the teachers’ socio-cultural context: teaching
English as a foreign language to adults in Egypt. As mentioned in the literature review,
Native Speakerism is a dominant issue in the English language education in Egypt,
especially in private schools and adult learning institutions (El Fiki, 2016). Students, who
are also customers looking for a commodity, expect to find native English-speaking
teachers or near native speaking teachers. This was reflected in the student- participants’
discourse. There was an emphasis in their talk on teachers having great pronunciation or
sounding like an American or a British speaker. If this is the socio- cultural context where
my participants work, then one can suggest they feel impelled to position themselves as
proficient and fluent speakers of the language.
Besides being proficient speakers of the language, the teachers constructed
themselves as expert teachers. Semi structured interviews and open-ended questions give
the interviewees the freedom to decide on what to share, narrate, or mention—and what
not to. Even though I did not specifically ask the teachers about their teaching
qualifications, they felt impelled to mention it either when they were introducing
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themselves or when they were recounting a story. Mohamed, Sally, and Mohie directly
mentioned that they received a TESOL or TEFL training. Mohamed, said “I am CELTA
certified,” Mohie, said “I am TESOL certified,” and Sally said, “I am a certified teacher
from London Teacher Training.” Instead of describing their teaching certification in
terms of ownership, the participants used the form be + adjective as in “I am certified”
instead of “I have a certification in.” The teachers described themselves as “certified,” as
if they feel impelled to authenticate their knowledge and expertise.
One can argue that the participants’ grammatical choice suggests that this is how
they identify themselves professionally and how they want to be recognized as teachers
in the context of the interview. The participants might have felt impelled to foreground
their expertise because they were hyper-aware of my position as an EFL teacher and a
researcher, who is exploring their teaching practices. This identification could also be
associated with the participants’ socio-cultural context that favors native speaking
teachers over non-native speaking teachers (El Fiki, 2016). Mariam was the only
participant who did not feel impelled to mention her certifications. When I asked her to
describe how her role changed in the classroom, she briefly mentioned that she had a
diploma in teaching.
Teachers as Pedagogical Experts. Furthermore, Reeves (2018) argues that teachers’
enactment of their professional identities is connected to how they teach. Through
describing their teaching beliefs and how they conducted their lessons, the participants
were dialogically engaged in a process of identity negotiation and construction. The
analysis in this section is divided into subheadings by the teachers’ names.
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Mohamed. For example, Mohamed constructed himself as a “pedagogical expert”
(Beijard et al., 2004 cited in Cheung 2015) and a proponent of the communicative
language teaching approach. When I asked him if he had ever met resistance from
students when he tried to integrate technology in the curriculum, he replied by stating,
“No, because I believe I know what I'm doing. So, if they comment on something. They
don't comment on my use of technology.” In this quote, Mohamed positioned himself as
an expert who knows what he is doing to the extent that his knowledge seemed
unquestionable.
The same positioning was manifested, as recounted before in the analysis, when
Mohamed attempted to show me how he perfected an image via photoshop. He repeated
the same action later in the interview when I asked him about his role in the classroom.
Mohamed pulled out a PowerPoint presentation that he designed for a teacher training
workshop that he facilitated. He could have simply explained his role in the classroom
verbally such as the other participants, but he chose to demonstrate his expertise through
showcasing his work.
This was further reinforced through his discourse. When he started to describe his
roles in the classroom, he stated, “Ok, um, okay. My role in class …alright. So, um, I
want to speak a little bit academically.” One can also argue that choosing the word
“academically” was deliberate to construct himself as a “pedagogical expert.” His
description of his multiple roles in the classroom indicates that teachers could have
multiple identities which could be enacted in the classroom to serve specific pedagogical
or instructional purposes (Martin ,2017). Mohamed said,
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So, controller, which means I control everything ... Well, of course not
everything …just some parts of the lesson: sometimes when I announce
instructions…when I explain something and when my students ask me questions.
Uh, sometimes I'm an organizer, so I give information. Um, I guide my students
on how to do the activities. I decide who is in this group and so on. I give them
rationale for the activities. I give them reasons why they are doing this activity. I
organize content and feedback. uh, I participate, but this shouldn't be so much.
Like, I shouldn't be part of this, but sometimes I have to. Uh, and sometimes I
have to be the resource for them. I give them meanings, or at least I tell them how
to find the meaning, or how to find the answer. And sometimes, I am a tutor... by
tutor, I mean someone who helps a specific student. And sometimes I am the
observer, so I don’t distract them. I just observe, and I should play all of these
roles, so I shouldn't be doing only one.
One can argue that in the above excerpt, Mohamed was concerned with
maintaining his “expert” persona. This is evident in how he described what the different
roles entailed without mentioning how beneficial this could be for the learner. In other
words, the repetition of the pronoun “I” suppresses the role of the student. In this quote,
Mohamed did not try to explain his roles in relation to empowering the role of his
learners. Mohamed further stated,
I believe that the communicative approach is the best approach, which depends
on the learners, so we can call it learner centered. I also believe that a teacher’s
part is not to practice the language. I shouldn't speak very much. I shouldn't be
like “Hey guys, look at my accent.” I was training a teacher, and he was like,
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“where am I going to...? Am I going to practice my English?” and I said, “man,
go practice anywhere, but don’t practice it with your students. “My teacher’s
talking time should be minimized; the students’ talking time should be
maximized.
In the above excerpt, Mohamed positioned himself as a proponent of the CLT
approach and learner-centered pedagogies to assert his attitude and construct himself as a
“pedagogical expert.” This positioning is reflected in the repetition of the modal verb
“should.” Olaniyan and Adeniji (2015) argue that in Critical Discourse Analysis (CDA),
modal verbs could signify the speaker’s attitude towards or confidence about what is
being proposed. The authors further distinguish between two categories of modalities:
epistemic and deontic. Epistemic modality is concerned with what the speaker knows—
how one assesses one’s knowledge (Downing & Locke, 1992 cited in Olaniyan &
Adeniji, 2015). Whereas, deontic modality is used by the speaker as a form of
participation in a conversation to express ideas and negotiate meaning (Halliday, 1970
cited in Olaniyan & Adeniji ,2015). By this token, one can argue that to construct himself
as an expert, Mohamed used the deontic modal “should” to express necessity and
emphasize his confidence about student-centered pedagogies.
This quote also suggests that Mohamed might have perceived himself as a learner
of the language as well as an expert. This is reflected when he said, “a teacher’s part is
not to practice the language.” The choice of the word “practice” is connected to the
teacher’s identity as a non-native English-speaking teacher. The teacher simultaneously
constructed himself as an expert and a learner. This is not surprising since it was
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explained in the literature review that identities could be multiple and contradictory at
times (Teng, 2019; Reeves, 2018; Gee, 2000).
Moreover, Mohamed constructed himself as a teacher who caters for students’ needs
when he said, “I don’t teach my students something they will not choose. So, I will not
teach them past perfect if they are traveling to the U.S to work as a cashier or
something.” He employed the same pattern of using the deontic modal “should” to assert
his attitude when he continued saying, “This is what teaching should be.”
Mohie. One can contend that how teachers perceive their subject matter can shape
their professional identity. This contention was substantially evident in Mohie’s
discourse. When I asked her what second language learning meant to her, she stated,
First of all, I have passion towards helping people in a step they are going to take
in their life or their career. I feel that learning English as a second language is a
step that they are willing to take to achieve a dream – willing to take towards
getting a better job, getting a promotion, or immigration. So, you consider
yourself as a step in their way.
Through the phrase “I feel,” my participant invited me to understand her
ideology about learning the English language in Egypt. According to Mohie, Egyptian
adult learners study English to “achieve a dream” which is explained as “getting a better
job,” “getting a promotion,” or for “immigration.” Interestingly, Mohie decided to
describe the learners’ several reasons for learning English as “dreams” instead of, simply,
“reasons”. Thus, one can contend that this perception has formed her identity as a
passionate teacher who helps people achieve their dreams.
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This identity construction is also reinforced in how she introduced herself in the
beginning of the interview when she stated, “I have much more passion towards teaching
adults.” This perception could also explain why Amin constructed herself as a “helper”
instead of merely a “provider of knowledge.” This is reflected when she said, “I have a
passion towards helping people” and not “teaching people.” This is also portrayed in how
she described herself as a “step.” when she described her role as a facilitator, she said,
“My role as a teacher should be a facilitator, and by that, I mean to help them find a way
to improve their English on their own.” In this light, Mohie constructed herself as an
“influencer” and a “guide.”
She echoed the same construction when she started to explain her teaching beliefs.
She started her talk with saying,
Well, I believe that when it comes to teaching… you have to understand that you
are affecting people’s life… you are doing something that will help people change
or take further steps in their life.
While Mohie was explaining her teaching beliefs, she emphasized the importance
of authenticity, whether in terms of teaching materials or student/teacher relationship.
Reeves (2018) argues that how teachers build relationships with their students can
contribute to shaping their teacher identity. This claim was supported by Abdel Fattah
(2016) who found out that student/teacher relationships contributed to how Egyptian
teachers constructed their professional identities. Mohie centered her relationship with
her students around “authenticity” and teacher credibility. She stated,
We have to, Eh, make sure that we are giving them something authentic. So, I
sometimes believe that teachers who say, “I do not know” ... it's okay, but the way
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you approach this… “I do not know” … If you say it in a way that shows that you
are confident enough, people will not lose authenticity. They will not lose
confidence in what you are doing. Some people say a teacher shouldn’t say “I do
not know; you should have another way.” But, for me, I just say “I don’t know,”
or I sometimes say “I am not a dictionary to come ask me about the meaning of
this word. Go and google it.
Based on the quote above, Mohie constructed herself as someone who was
comfortable with her status as a nonnative English-speaking teacher. Because native
speakerism is a common issue in Egypt (El Fiki, 2016), non-native speaking teachers
might feel that their knowledge of the language is being questioned. Therefore, Mohie
might have established an association between her non-native speaker identity and
teacher credibility. This could be the reason why framing how to approach the learner
was important for her, as she stated in the underlined segment in the quote above. Besides
implying that Mohie promoted self-autonomous learning, the phrase “go and google it”
suggests that Mohie used technology as a strategic way to cement her identity. To avoid
positioning herself as unknowledgeable, she used Google to position herself an
“encourager” who motivated her learners to become independent.
According to Mohie’s perception, learners have negative experiences with how
grammar is being taught. When she was describing how she conducted her lesson, Mohie
stated, “I always make grammar the last thing because people hate the word “grammar.’”
When I ask her why students hated the word “grammar,” she explained by saying the
following,
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I think because of the way they were taught grammar in schools. Mostly, you find
learners in our starter classes, especially, say “I am eat … I am go.” I think the
way we have been approaching grammar in schools is incorrect. We begin with
the rules (at schools).So people started to see that grammar is a dilemma… when
they take it in a center ( such as Level Up ) in which we use grammar in context
or when they depend on the communicative approach in approaching grammar,
they start to think “ no no , this is not what we took in school”… So, I think we
need to make them understand that it is not grammar; it is context, using things in
context to deliver a certain message.
According to the above quote, it could be inferred that grammar is taught
prescriptively in Egyptian schools whereas it is taught communicatively as well as
contextually in private institutions that caters for adult learners—such as the one where
Mohie works. This view is reflected in how Mohie used the collective pronoun “we” to
reflect a cultural norm or truth. By describing the teaching methodology implemented in
schools as “incorrect,” Mohie constructed her identity in three different lights: as a
“pedagogical expert,” as an anti-prescriptive teaching, and as a proponent of CLT. Like
Mohamed, Mohie asserted her commitment about her point of view by using the deontic
modal “need to.”
Sally. Sally also constructed herself as a “pedagogic expert” when she described
her teaching beliefs. She stated,
Well second language learning is not as difficult as many can guess. It all depends
on acquisition actually and not learning… Well, I usually use this kind of saying
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like " practice makes perfect". So, as I mentioned acquiring language just
takes…a kind of usual exposure to the language in everyday life.
In the quote above, Sally constructed herself as an expert by evaluating the level of
difficulty of learning a second language. She further reinforced this construction by
asserting that learning a second language depends on acquisition, which she explained in
terms of practicing the language through regular exposure. According to Sally’s
perception, adult learners share similarities with young learners. Hence, they could be
motivated in the same way as children could. When I asked her to describe activities that
engaged her learners, she stated,
Treasure hunt. And that he kind of… let’s say... they are adults but still like kids.
If you have any kind of chocolate to give them for the right answers, they become
really excited. So, yeah anything that keeps them moving. I like this one also
which is the gallery walk.
Based on the above excerpt one can argue that what Sally believed to be normal
shaped her choice of instructional material. Because she perceived her adult learners as
kids, she believed that they would be engaged in kinesthetic learning. This attitude was
also reflected when she stated, “I like to keep them moving” and by choosing activities
that include motion such as “treasure hunt” and gallery walk.” The process of identity
formation is a field of asymmetrical power struggle where different sources could clash.
(Reeves, 2018; Tsui, 2007). As a result, some identity constructs could be favored over
others which could lead to identity of “nonparticipation and marginality” (Tsui, 2007,
p.166). If one’s identity construct is not favored, one would feel irrelevant and
incompetent, hence adopts a non-participatory stance (Tsui, 2007).
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Sally positioned herself as an untraditional teacher when she stated, “I don’t have
like… a traditional way of teaching.” This positioning could be the result of experiencing
identity marginality at some point in her teaching career. When I asked her how her
teaching role changed in the last five to seven years, she stated,
I have had a couple of interviews in learning centers where I got rejected because
I had a traditional approach to teaching. I didn't know, actually, about lesson
planning and the different stages in a lesson. It was just like: " okay today we
have the present perfect tense and the form and the usage..." And things like this.
So yeah, this is just like what we had at school, and it was a disaster and people
couldn't not acquire the language especially second language. So yeah, I think the
more I got into researching and surfing the internet for new information and new
materials, worksheets, games and teaching platforms then I became a facilitator.
In the above vignette, Sally expressed that she once had a traditional approach to
teaching, which she now dissociates from because she was rejected from job interviews
where different teaching approaches were favored. This rejection might have impelled
her to associate traditional teaching methods with incompetency and marginality. This is
also reflected in how she described teaching in schools as “a disaster” because it focused
on grammar.
However, Sally did not adopt a non-participatory position. She decided to change
her teacher identity by changing her role in the classroom from a “a traditional teacher”
who focused on grammar and rules to a “facilitator” who was interested in engaging her
learners. Experiencing this “asymmetrical power struggle” (Tsui, 2007) could explain
why she said, “I don’t care about the rules because whenever you are in a communicative
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situation, no one will stop you and ask you about the rules.” Besides positioning herself
as a facilitator, Sally wanted to be recognized as a motivator when she stated, “I
encourage them to practice for 15 minutes a day.” She used her knowledge about digital
resources as a way to cement this recognition when she stated, “I also give them
resources: YouTube, TED talks, applications, podcasts, BBC learning …the voice of
America.”
Mariam. Mariam believed that second language learning was a cultural
experience and not merely a linguistic one. When I asked her about her teaching beliefs,
she stated, “Well it is not only about the language—this is what I tell my students. It is
about culture…traditions.” Therefore, in her constructed view of the classroom, learning
is not an individual activity. It is a shared experience. In this light, Mariam constructed
herself as someone who cares about her learners’ experiences and prior knowledge. This
was reflected when she stated,
I believe it's more of sharing experiences and eliciting information and working
on it. That's when students feel that they know something because the first thing,
especially in elementary students, whenever they come to class, they say, “OK, I
have no idea about English. Go ahead and start from scratch.” So, as a teacher you
need to give them confidence, I always tell them “You know the language. Then
all you need is to improve yourself. You need to polish the language”
Even though she emphasized the notion of the shared experience several times
throughout the interview, it was not clear in what way the learning experience was a
“shared” one. Is it a shared experience in terms of collaborative learning or in terms of
personalizing the learning experience to allow learners to connect their knowledge with
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their life? However, one can argue that Mariam perceived this “shared experience” in the
light of eliciting information from students and making use of it instructionally. In the
above excerpt, Mariam wanted to be recognized as a teacher who cared about her
students’ feelings—and not only delivering content information. This is inferred by her
phrase “as a teacher you need to give them confidence.” She echoed the same attitude
about teaching when she was asserting the importance of tapping into learners’ prior
knowledge. She stated,
I don't believe in starting from scratch, I believe that university students and
upwards have taken the language in a way or another. They just need some kind
of confidence, self-esteem to speak the language because they know it. This is
what I do in class; this is my ice breaking … “Go ahead and speak. I would not
judge you.” And what actually is amazing is that whenever they are sharing their
experience, and when you are eliciting information from them, they are surprised
that they know it. They get very happy. They are so enthusiastic to work with you.
Working from scratch means you are working with kindergarten.
Mariam’s assertion that students have background knowledge of the language
could be the result of her teaching context and experiences. El Fiki (2016) argues that
teacher’s practices in the classroom is not always the result of pedagogic choices but a
result of their teaching contexts. Mariam mainly worked with adults and university
students, who might have studied English as a foreign language at some point during
their elementary education because it is mandatory in Egypt. Moreover, in this quote,
there is another emphasis on students’ feelings and self-image. It is worthy to mention
that when speaking about eliciting learners’ experiences, Mariam did not, for instance,
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explain how that could help create a context to teach lexical or grammatical structure or
how that could help introduce an unfamiliar topic.
Unlike Mohamed, for example, Mariam constructed a discourse in which she was
not the main focus. She does not attempt to position herself as a “pedagogical expert.”
However, she indirectly does so. Mariam was more focused on the students’ feelings,
which are presented in a positive light by using the words “amazing,” “happy” and
“enthusiastic.” She reinforced her attitude by choosing such positive adjectives to
describe her learners’ reactions to her teaching practices. In this way, she constructed
herself as a competent teacher.
According to Tsui (2007), teachers can form their identity through selfrecognition of competence when their competence is valued by a community of practice.
In the light of this argument, Mariam’s students could be viewed as “the community of
practice” that authenticated Mariam’s competence, and through mentioning them, she
engaged in self recognition. Caring about her students is further extended by the phrase
“go ahead and speak. I will not judge you.” By this phrase she constructed her classroom
experience as a safe zone for learners and where her identity was positioned as an
encourager.
When I asked about her role in the classroom, Mariam identified herself as a
facilitator. She mentioned,
I'm not much of a teacher, but more of someone who monitors. I don't remember
the word… um yes, a facilitator. But I'm not a teacher. I don't like the role of a
teacher because at the beginning, as I told you, I'm working on sharing
experiences, not just working on their language skills. I don't like being a teacher.
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According to the above excerpt, she constructed her identity as a non-traditional
teacher. It is inferred from her talk that she is against the role of the teacher as a
transmitter of knowledge. Hence, her emphasis on “sharing experiences.” Like Sally,
Mariam detached herself from traditional teaching methods and portrayed herself as a
proponent of student-centered pedagogies. She explained that her role shifted from a
traditional teacher to a facilitator through self-development as she stated,
I like searching for new strategies and new ways of teaching. I like effective ways.
I like searching for activities. And gradually these activities made me feel that the
students are more important than the teacher. They need to practice… not just
giving and taking information. They need to practice the language. They need to
use it to make sure that they understand it.
In this excerpt, Mariam’s professional identity is viewed through the lens of
professional development. The repetition of “I like” combined “new strategies,” “new
ways of teaching,” and “effective ways” create a discourse where Mariam is viewed as
someone who is eager to improve her skills. Like in her previous excerpts, Mariam
started answering my questions with a focus on herself then she shifted the focus of the
conversation on the students. This is reflected in how she used the pronoun “I” then
shifted to the pronoun “they” as if it was important for her to include the students’
perspective in the conversation. One can argue that she used this pattern unconsciously to
emphasize her competency. The repetition of “they need” positions Mariam as a teacher
who is aware of her learners’ needs and who tries to cater for them to solidify her
commitment to student-centered teaching.
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Case Study Two: Learners
This section follows the same organization of the previous section. The analysis of
the learners’ data set is organized based on the predominant themes according to figure 3.
I have interviewed 3 EFL Egyptian learners who were students in the same institution
where my teacher-participants worked. My participants mainly attended a class with
Amin, and only one of the learners attended a class with Mariam. There are 4 major
themes that emerged in the learner’s data set: Technology Integration, Learner Perception
of Technology Integration and Digital Literacy, Learner Perception of 2nd Language
Teaching Pedagogies, and Learner Identity Positioning. The remaining themes are
discussed in relation to the major themes.
1- Technology Integration
Like the teachers, the learners spoke extensively about this topic. However,
unlike the teachers, they reflected not only on how they integrated technology but
also on how the teachers integrated it. The analysis of this theme mainly focuses on
what technology and digital resources my participants mostly employed as well as
how and why they employed them. When learners were reflecting on their own
integration, the following sub-themes emerged: List of Tools, Apps and Websites,
how learners use WhatsApp, how learners use videos/songs, and how learners use
Social Media/Facebook.
On the other hand, when they reflected on how their teachers integrated
technology, two sub-themes emerged: Teachers’ Integration of WhatsApp and
Teachers’ Integration of Songs/Videos. Findings from my conversations with my
participants revealed that students integrate more or less the same digital resources to
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improve their language. The participants mostly referred to TED Talks, videos from
YouTube, BBC learning, Voice of America, Facebook posts, and WhatsApp
recordings (Nunan & Richards, 2015). It was also evident that the learners’ list of
tools, apps, and websites were similar to the teachers’ list of tools, apps, and websites,
which implies that the student-participants might have been influenced by the
teachers’ choices and suggestions.
In the teachers’ case study, I organized the analysis of this theme under
subheadings by the names of the most common tools the teachers employed.
However, for this section, I organized the analysis by the learners’ names. Unlike the
teachers, the learners did not describe all of the tools they used equally and
extensively as the teachers did.
Amr. When I asked Amr about the digital resources, he usually used to practice
his English, he stated,
I prefer to listen and watch TEDx, at least one video a day. What I like about
TEDx channel is that they have many interesting topics for everyone. And I
like to listen to BBC learning English. I use websites more than mobile
applications. I use YouTube as I have a channel on YouTube where I share
some information about a topic such as losing weight, especially that I have a
personal experience with it. I do the videos in Arabic.
As mentioned in the above excerpt, Amr integrated videos from TEDx to improve
his language. What is interesting in this quote is not the choice of TEDx but the reason
for integrating it. He utilized Ted Talks because “they have many interesting topics for
everyone.” This quote suggests that there might be a connection between personalization
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of learning and technology integration for autonomous learning. What is interesting for
one person might not necessarily be interesting for another. Therefore, personalizing the
learning experience or the instructional material could be an important factor in selecting
whether to integrate a technology or not.
Even though Amr did not explain thoroughly why he perceived Ted Talks as
valuable learning tools, a study by Maria et al. (2018) suggests that EFL learners have
positive attitudes towards Ted Talks for several reasons. First, the themes are culturally
and socially relevant. Second, Ted Talks increase students’ engagement because the talks
offer a possibility to learn words that can be used in spoken language. Third, the talks
increase the students’ confidence to speak the language because they listen to diverse
English pronunciations (Maria et al., 2018). Amr might have a preference for e-learning
over mobile-learning. Besides personalization, one can argue that learners’ willingness to
integrate a technology might be connected to their feelings of convenience (Dizon, 2018).
One can be comfortable with one interface over the other. For instance, in Dizon (2018)
learners were more comfortable to video stream using their mobile phones more than
using their PCs.
Amr attributed his use of YouTube to the fact that he had his own channel wherein
he created content in Arabic. Even though he did not create digital content for learning
purposes, Amr’s explanation sheds light on the interrelatedness of authorship and selfmotivation to integrate technology for self-directed learning. Creating original content
and publishing it on the web could encourage learners to become autonomous (Alsuabie
& Madini, 2018).
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Asma. Asma’s response to the same question also sheds light on the importance
of personalization. She said,
I know it might be weird, but I watch tutorials about beauty and skin care
routine in English. in this way I am listening to something I am interested in
and learning English. I never really used anything specifically designed for
learning English, but I like watching tutorials that teach expressions to be
used in specific situations such as “how to say goodbye in English” or terms
related to the kitchen. I listen to the things that I personally like.
It can be suggested from the above excerpt that Asma mostly used the digital
wilds, platforms that are not designed for educational or learning purposes (Sauro &
Zourou, 2019), to enhance her English language skills, which is reflected in the
underlined quote. One can argue that the reason why she preferred the digital wilds over
“anything designed for learning English” could be interpreted in terms of personalization.
Asma learned English from, presumably YouTube, tutorials about beauty because
she was interested in them. She autonomously personalized her learning experience.
Asma is learning English through incidental reading and viewing (Godwin-Jones, 2015).
Nonetheless, when she mentioned educational tutorials, her selection of tutorials was
personalized by her learning needs. She was interested in functional language, and this
was what she looked for. Schraw, Kauffman and Lehman (2006 as cited in Sauro &
Zourou, 2019) describe this phenomenon as “self-regulated learning”.
Amy. Unlike Abd Amr, Amy did not use TED talks to practice her English. she
mainly resorted to social media sites. When I asked her what type of technology she used
on daily basis for leisure and for language practice, Amy replied,
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Mainly social media … and after the course I have learned to have patience to read
long posts in English. I think this is because the course developed in me this passion
to learn new words… I use Facebook to read posts in English, and I follow pages that
help in learning English. Sometimes I watch short videos on Facebook. I tried to
practice English with my friends on WhatsApp, but I didn’t like it. I felt I needed to
practice with someone who doesn’t know Arabic or an English teacher. I downloaded
some mobile applications, but I didn’t like them as well. However, I liked BBC
learning English. I liked it because it has a lot of videos with English subtitles, and
the definitions of some words
It can be argued that Amy is autonomously making use of the variety of texts
available for her online (Godwin-Jones, 2015). Facebook is a resource that blurs the
boundaries between different modes of literacies (Godwin-Jones, 2015): there are
written texts, there is audio, there is video, and there are translingual literacies (emojis
and Gifs). Amy listed three activities that she did on Facebook: she read posts, she
followed pages, and she watched short videos.
Through reading posts and watching short videos on Facebook, Amy could be
enhancing her second language literacies through extensive reading and viewing to
improve her vocabulary (Godwin-Jones, 2018) since she stated that she had a passion
to learn new words. Using Facebook as a learning resource does not only help Amy to
improve her English but also to acquire new literacies such as searching out and
collecting online material. Benson & Chick (2010, cited in Godwin- Jones, 2015)
contend that online spaces and social media sites foster learning as a “situated FL
literacy practice”.
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Moreover, Amy’s excerpt implies that WhatsApp is commonly used among
adult Egyptian learners even though she personally did not like it. However, her
dislike is not related to the application but because she was practicing with her
friends, who she did not perceive as experts in the language. Therefore, she did not
deem the learning attempt as beneficial. Based on this, one can contend that for adult
learners, self-directed collaborative learning might be limited by the learners’
perceptions of one another’s language competency.
Even though it was not clear why Amy did not like learning through mobile
applications, she liked the BBC learning app because of two things: videos with
subtitles and word definitions. Her choice of application is based on her interest. As
stated in the excerpt above, Amy had “a passion to learn new words” and enjoyed
watching videos on Facebook, which indicates that mobile learning could be
predicated on the learner’s preferred mode of learning and learning goals (Dizon,
2018). Also, having subtitled videos seemed important for my participant, or else she
wouldn’t have mentioned it. Watching videos with subtitles has been proven
beneficial and motivating for foreign and second language learners (Godwin-Jones,
2018).
Teachers’ Technological Knowledge (TK): Learners’ Perceptions.
This section outlines how the learners perceived the teachers’ TK. It is worthy to
mention that this analysis is limited to only two teachers in this study since the learners
attended classes with Mohie and Mariam and not the other two teachers. However, the
learners sometimes took general stances to describe how technology was being integrated
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in the different institutes where they have studied at. The analysis is also organized by the
learners’ names.
Amr. As for teacher integration, when I asked Amr how his teachers integrated
technology in the classroom, his response echoed the teachers’ integration of videos and
songs. He said,
They mainly used videos. One time at Level up, we had several songs and each one
had Wi-Fi access on our mobile phones. So we were supposed to search for the songs
and listen to them and try to know what is beyond the song itself , we share our
personal reactions to the songs , and once we also had the chance to connect to the
Wi-Fi , and we had to watch some videos that we choose from a list and after
watching them , we describe in a nutshell to other attendees. The videos were short…
just 10 minutes, and we had the chance to summarize them in 3 – 4 minutes. So, we
try to focus on the main points.
It was evident in the teachers’ analysis that they integrated a great deal of
visuals in their lessons. Amr specifically attended a class with Mohie who had also
stated that she integrated Ted Talks and YouTube videos. Mohie stated that she
provided her students with Wi-Fi access, which is evident in this quote. The excerpt
also indicates that the teachers’ integration of technology was intended to engage
learners in fluency- focused activities rather than accuracy- focused activities.
Moreover, Amr’s description of how the teachers scaffolded the activities
suggests that they help the learners in 3 different areas. First, they encouraged the
learners to improve their e-skills by searching for songs online. Second, the teachers
helped learners improve their critical thinking skills by asking them “to know what is
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beyond the song itself.” Third, by encouraging them to share their personal opinions
about the song of the video, the teachers impelled the learners to negotiate/construct
meaning in a collaborative learning environment.
Amy. As mentioned before, Mohie used the affordances of Facebook to promote
the language center by posting live and recorded videos of herself and other speakers
on the institutes’ official Facebook page. This point emerged in my talk with Amy
who told me that she decided to join the institution after she had seen videos for
Mohie on the Facebook page.
She also mentioned that Mohie integrated WhatsApp. When I asked her how
the class developed her communicative skills in English, Amy said,
Umm what really helped me was the WhatsApp group that Mrs. Mohie created for
the class. In the group, we were supposed to share voice notes about a topic she sends
for us. We did that almost daily. I still have my first recording. It was a disaster—no
complete sentences what so ever. But eventually my recordings got better. I started to
use complete sentences, but I still made mistakes such as forgetting the “s” or mixing
the tenses. Mrs. Mohie sent us feedback; she highlighted the mistakes or told us to
check the pronunciation of a word or a grammar rule. Also, what helped me a lot is
the no Arabic rule. She always encouraged us to speak in English in pair or group
work. Of course, we used some Arabic, especially when we were stuck, but that was
very limited.
According to the above quote, it could be suggested that Mohie leveraged the
affordances of WhatsApp to create a community of practice and to encourage peer
learning by creating a WhatsApp chat group for learners to build relationships and
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practice the language. Keogh’s (2017) findings indicate that the WhatsApp group space
was successful because it allowed learners to build upon and expand their knowledge
from the classroom. According to Keogh (2017), this has resulted in a stronger sense of
affinity.
It could also be inferred that the WhatsApp group helped Amy become reflective and
assess her own progress, which suggests that by creating and sharing digital content—be
it written or oral text—learners can document and keep track of their own linguistic
development. Besides integrating technology, the excerpt also suggests that Mohie
implemented an immersive teaching strategy and collaborative learning strategies. This is
reflected when Amy mentioned the “no Arabic rule” and the pair or group speaking
activities, which indicates that Mohie could be implementing communicative teaching
approaches.
Asma. Asma had a similar response to the same question. She recounted that
Mohie “used to ask us to go on YouTube or read an article online then write a summary
or look for the meaning of new words. We also used to record on WhatsApp.” Moreover,
she mentioned that the teachers have used Kahoot in the classroom. Even though Asma
perceived the integration of Kahoot as engaging, she had a reservation. She stated, “But I
did not find another use for Kahoot outside the classroom.” This quote suggests that
teachers’ integration of technology could only be intended “to make things better” and to
motivate the learners (Fishman & Dede, 2016).
Challenges in Integration: Learners’ Perception. Furthermore, Amr and Asma
believed that integrating technology could sometimes be challenging. Amr attributed this
to poor infrastructure. Even though he believed that online classes and video
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conferencing could be beneficial, he stated that it could be difficult to integrate them
because “the connection in Egypt is not that good.” Asma, on the other hand, claimed that
the lack of training renders the integration challenging, especially in schools. She said, “It
is true that we are using our mobiles and Facebook all the time, but this needs awareness
and training.” Asma’s attitude reflects a dichotomy: using technology for personal use
does not necessarily reflect a readiness for educational integration.
Learners’ Perceptions of Technology Integration and Digital Literacy
This section of the findings explores the learners’ personal attitudes towards
digitizing the learning experience. The analysis is divided into three parts. The first part
explains how the learners interpreted their own use of technology in relation to their
learning needs and their experiences. The second part sheds light on the learners’
technological knowledge (TK). The third part explains how the learners perceive the
teacher’s technological knowledge (TK). Similar to previous sections, the analysis is
divided by the learners’ names.
Learners’ Personal Attitudes towards Technology Integration
Amr. Amr was not a typical participant. He was initially recruited as a learner.
However, when I met him, I discovered that he started, with the help of his friend, an
English conversation club where he moderates conversation sessions to help other
participants develop their speaking skills in English. Thus, Amr was positioned as a
learner and—in a sense—a teacher. His attitudes towards technology integration were
influenced by his experience as a learner of the language as well as an expert, who
delivered sessions. When I asked him how he conducted the sessions in his own English
club, he said,
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Basically, we choose a topic, which we will discuss; we add videos and activities
which will make the attendees happy and want to come back. For more than one
time we got the lyrics for a song and attendees listened and filled in the gaps. We
also had debates. Attendees really like it; they become really excited.
One can imply from the above excerpt that the sessions are theme based with the
integration of videos and songs to help give input and prompt the attendees. His
integration of the videos appears to be connected to the attendees’ engagement. One can
also argue that this perception is connected to his experience as a learner in Mohie’s
classroom where she integrated videos and songs to increase learners’ engagement. When
I asked him about his personal thoughts about using technology in the classroom, he said,
I think the videos and songs help the students understand the meaning of words
instead of translating the words in Arabic. Technology makes teachers mentors or
facilitators. They give us feedback and provide interaction. In the old-fashioned
way without technology, the students will get bored easily. My friend, who works
with me in the English club, once played a video for the students through which
they guess the sentences by guessing the meaning of the emojis. This made us
concentrate on the visual and speak fast.
For Amr, technology was a facilitating and engaging factor. From his experience,
the integration of videos and songs helped to limit the use of L1 in the classroom,
especially when explaining vocabulary. Moreover, Amr demonstrated his awareness of
how the integration of technology shifted the role of the teacher from the sole provider of
knowledge to a facilitator who guided the learners to construct their own understanding.
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He also set an expectation for the teachers roles in the classroom. According to Amr’s
perspective, teachers give feedback and set the stage for learner interaction.
Amr’s perception that technology was engaging is reflected in his statement about
the “old fashioned ways” of teaching. According to him, traditional approaches to
teaching did not integrate technology, which resulted in student disengagement because
as he described it: “They will get bored easily.” Apparently, Amr had a similar attitude to
that of the teachers regarding traditional methods of teaching. Like them, he believed
traditional methods of teaching did not make use of digital resources. The quote also
sheds light on the significance of the multimodal and translingual features of digital
resources. Based on Amr’s experience, one can argue that communicating multimodally
can encourage learners to negotiate and construct meaning in EFL/ESL classrooms.
Amy. When I asked Amy to describe her level of engagement when her teachers
integrated technology, she said,
I believe it increases the attention. We are a generation that uses the internet for
everything, and it is good to know it could be used for educational purposes.
Technology in the classroom encourages me to learn at home because I have seen
how it is done in the classroom. I like when teachers guide the students on how to
use websites and apps. If I don’t see how to use technology to learn in the
classroom, I will be very confused and reluctant to do it on my own.
Every learner perceives classroom engagement differently. For one learner,
engagement could be achieved when learners work in groups to finish a task. For another,
it could be having fun during a class activity. For Amy, to be engaged was to be attentive
during class time. Therefore, she said, “It increases attention.” Perceiving technology
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integration as beneficial from this perspective could be connected to how the teachers
used visuals to engage learners. In a response to a different question, Amy described the
screen as “more intriguing than using the board.”
Therefore, one can argue that Amy believed that multimodal learning increased her
attention. One can contend that Amy perceived technology integration in education as
normal if not necessary because she linked it to how her generation used technology. This
impression is not surprising since Amy was a digital native. However, her response
reflects a paradox. Even though she was a digital native who claimed that her “generation
used the internet for everything,” she still needed her teachers to guide her to learn using
the internet. The paradox in Amy’s discourse indicates that digital natives in Egypt might
be unable to use their digital skills for learning purposes. They might know how to use
Facebook, YouTube, and Snap Chat but might be confused when they do a Google search
or join a learning community online.
In the teachers’ analysis it was noted that the teachers encouraged their learners to
use their mobile phones in the class to search for words. This was reflected in Amy’s
discourse. When I asked her if she can remember a time when technology was useful in
the class, she recounted that one time her teacher encouraged the learners to use Google
to find the past participle forms of some verbs. How Amy made use of the affordances of
her mobile phone to document the information for easy retrieval suggests that mobile
learning could be leveraged by adult EFL learners. She stated, “I still have the
screenshots on my phone when I cannot remember the past participle form of any verb, I
just pull the picture out.”
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Asma. Asma had a different reaction to integrating technology in the classroom.
She perceived interacting with technology to be disorienting. When I asked her about her
level of engagement in the classroom when teachers asked the leaners to use technology,
she said, “I feel confused.” In a response to a different question, she said, “First, I feel a
little scared then I gradually become comfortable, especially if the teacher is using
something like Kahoot.”
It is interesting how Asma’s description shifted from negative to positive. Her
experience resembles a cultural shock. When one travels to a different country, one
experiences negative feelings until one adjusts to the new surroundings. As a foreign
language learner, Asma might have been dealing with anxiety towards the target
language, and one can argue that her anxiety might have doubled when she found herself
in a position where she had to use a new language to navigate an unfamiliar space,
especially that she perceived herself as digitally illiterate.
When I asked her if she had taken any online classes, she explained that she had
never joined an online class. When I asked her for the reason, she said, “Because of my
digital illiteracy. I don’t know how to go online and search for something. I feel more
confident when a teacher tells me what to do.” For Asma to be online is to be in a foreign
land. When she expressed her opinion about using the recording option in WhatsApp to
practice speaking, she said,
In Level up, we created a WhatsApp group for each level, and the teachers,
whether Mrs. Mohie or Mariam, gave us tasks to do via WhatsApp. We recorded.
She would ask us a question and we answer back in English or narrate a story.
Technology wise, I found this extremely useful. I didn’t feel confused or lost
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because this is not online. I am in a group with other people and the teacher is also
present.
Even though interacting on WhatsApp entails connectivity to the web, Asma did not
perceive it as being “online”—as being in a foreign land. She might have felt this way
because she did not have to open her laptop and navigate a web browser to complete a
task, instead she clicked on an app icon on her mobile to partake in a class activity
(Koegh, 2017). Despite using a digital wild, she did not have the impression of being left
alone in the wilderness of the digital space. One can argue that she found the integration
useful because she felt secure by the presence of the teacher and her classmates.
This excerpt sheds light on two important ideas. First, readiness for integrating
technology will vary depending on learners’ personal interpretations of a technology,
which would entail differentiation of integration. Second, a learner’s individual autonomy
could develop through collective autonomy. Holliday (2003) cited in Godwin-Jones
(2019) contends that autonomy is not a single construct. It could take the form of “social
autonomy,” which signals a shift from the individualistic model of autonomy to a
“mutually supportive dynamic” (p.12). Godwin-Jones (2019) further contends that
collective autonomy can enhance individual autonomy.
Learners’ Technological Knowledge (TK)
It can be discerned from the learners’ practices that they possess technological
knowledge. They could use basic digital skills to find information online, and they could
create and communicate information. All the participants have mentioned that they
looked for videos online whether on YouTube or TED Talk, and they have stated that
they communicated through Facebook and WhatsApp.
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Amr. When I asked Amr how the ESL course helped him in developing his
digital skills, he recounted the following:
One time in class we didn’t understand the meaning of a certain idiom and the
instructor said that we must search for the meaning by ourselves. She said that if
she told us the meaning, we would forget it quickly. For my learners, I guess they
have started to use the Cambridge Dictionary more frequently to check the
pronunciation of words. Also, there is an app, or a website called “Memorize.” It
is good for lexical resources. It creates vocabulary quizzes, so you don’t forget
the words.
From Amr’s experience as a learner, it could be discerned that the sessions that he
attended helped learners in acquiring basic digital skills such searching for meanings
online. Even if the teacher’s initial goal for such a task was for meaning retention, she
helped the learners brush on their digital skills simultaneously. In this sense, incidental
digital practices can contribute to learner autonomy indirectly because learners would go
home and repeat the same task—If they needed to. Even when he spoke from the
standpoint of the teacher, it seems that Amr’s excerpt is focused on increasing and
retaining new vocabulary reflected in the two applications/websites he mentioned. This
could be influenced by what he deems important as a learner or could be influenced by
what the participants in his conversation club request or deem important.
Amy. When I asked Amy the same question, she said that the course did not help
her much. She believed that the English course did not improve her digital skills. In fact,
she stated that the school assignments helped in developing her digital skills because she
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regularly used Google and YouTube. However, she had strong opinions about technology
integration in schools. She stated,
Students at school can’t wait for school to end, so they can go home and start
using their computers or tablets. Because this is something they like, they will be
passionate to learn. I also believe that schools should be more accepting of
technology and work on the students’ digital literacy. Kids now are so good with
technology. It is all around them; it is like they are born with this ability to use.
And then you have schools that don’t make use of this. There is a huge gap. As a
result, students feel bored at school and can’t wait to get back home to play with
technology.
The above excerpt sheds light on the growing gap between the latest trends in
technology and how technology is being used at schools (Lim et al., 2013). Amy was
aware of how technology has become part and parcel of children’s life today. Thus, in her
opinion, it could not be separated from how they learn. She attributed students’
disengagement at school to the lack of technology integration. It can be inferred that
being a digital native herself, Amy could identify with the needs of today’s youths at
schools. She exhibited an understanding of the increasing dissociation between youth’s
virtual activities and school activities.
Greenhow, Robelia, and Hughes (2009) argue that in contemporary society, youths
are becoming more creative, interactive, and media oriented whereas learning in many
schools in Egypt still depends on rote memorization and teaching for the test (El Fiki,
2016). In a study surveying 3,000 public schools, Levin et al. (2002 cited in Greenhow,
Robelia, & Hughes, 2009) recognized a “digital disconnect” between teachers and
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students. In this study, the students have complained that the teachers have not coped
with how the students communicate and use the web beyond the classroom.
Asma. Asma, on the other hand, stated that the EFL course improved her digital
skills by encouraging her to search for information on the Web. She stated that Mohie
asked the class to find information on YouTube or read articles online then reflect on
them in summaries. Reflecting on her own technological competence, she stated,
If I speak about myself, I don’t think that I am ready in the meantime to join a
class that depends heavily on technology except if I am starting from scratch – a
course for beginners. I don’t think that I can join a class that integrates technology
that matches my language proficiency. I think my technological competence is
weaker than my language proficiency. I believe that at this point technology
integration in the classroom is not a facilitating factor but a challenging one.
According to the above quote, Asma positioned herself as digitally incompetent.
Therefore, she perceived the use of technology in the classroom to be a hindrance to her
learning instead of an assistance. Because lack of training was her main concern
regarding the integration of technology in classroom instruction, she might benefit if she
received hands on training that introduces basic digital skills.
Unlike Mohie who believed that including digital literacy in EFL /ESL courses
should be in tandem with learners’ language proficiency, Asma thought that her English
proficiency was higher than her digital capabilities One would assume that if one feels
competent in English, it would be easy to navigate the Web and become digitally
competent since English is considered a global language. However, when I asked her if
using Arabic, her native tongue, on the Web would empower her digitally, she said, “No
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it is the same problem. The problem is not with language. It is with the technology
itself… doing something that I don’t know.”
Learners’ Perceptions of the Teachers’ Technological Knowledge (TK)
One of the main issues I wanted to investigate is whether the learners have any
expectations of their teachers’ technological competence. Because technology has
become normalized in our daily lives, it is significant to understand whether learners
come to class with the expectation of incorporating technology in the instruction or not.
Interestingly enough, each participant had a different reaction to my question
Amr. For instance, Amr said,
I guess teachers must be more familiar with different platforms. Sometimes
learners need to practice speaking, and the teacher himself doesn’t have much
time to practice speaking with all the learners, so if the teacher is familiar with
applications and websites, he could direct the students to look for the right
platforms to improve their language skills. Learners can use online resources to
learn grammar and vocabulary. This way students can use the class time to
practice speaking and listening. Some teachers aren’t good with technology. They
can’t send or share or post something… not even create a Facebook page. There is
a huge generational gap between some educators and their learners
In the above excerpt, Like Amy, Amr seemed aware of the “digital disconnect”
between learners and teachers today. According to his perspective, one can argue that he
expects the teachers to be able to create and communicate information digitally. Because
Facebook seemed to be an important portal for teachers and learners to engage online. As
it was revealed in the findings, Facebook acts as a practical and easy source for
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communicating, distributing, and gaining information. Arguably, Amr might have the
impression that having a Facebook Page is the least a teacher can do. Having a social
media account for him could be considered as a basic digital skill that without it,
communication could be hampered.
Positioning himself as an expert, he interpreted teachers’ digital competence from a
practical standpoint. To indicate his confidence about the proposition he is about to make
in response to my query, Amr used the deontic modal “must” to explain why teachers
have to be familiar with different digital learning platforms. From his perspective, one
can infer that he was trying to say that teachers cannot fulfil every learners’ needs.
Therefore, they have to have resources up their sleeves. Moreover, Amr exhibited not
only technological knowledge but pedagogical knowledge when he stated that online
resources could be helpful in providing learners with grammar, syntactic explanations,
and drills that do not require social interaction, while classroom time would be dedicated
for matters of pragmatics and communicative competence. This suggests that adult
learners could come to a class with pedagogical and technological expectations
Amy. Amy’s response was not influenced by her experience as an EFL learner
but as a student in the college of Medicine in the University of Alexandria. She said,
I don’t expect the university professors to be technologically competent at all.
There is only one professor who incorporates technology in the lectures. And
students in the lecture hall feel impressed and engaged. I personally enjoy his
lectures. I really respect him, and I appreciate his efforts to make the lecture
engaging. I can still vividly remember his lectures. I don’t really pay attention in
the other lectures. I get really bored because the professors are really old and too
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old fashioned. I only pay attention when the professor writes something about the
test on the board.
In the above vignette, Amy gave a glimpse of the learning environment in the
university. Her response once again focused on the “digital divide” between university
students and their professors. According to her own perception, professors who are
unable to bridge this gap are “too old fashioned” and their lectures are boring, which has
led to learners’ disengagement.
Youths today communicate information differently. Lenhart et al. (2007) cited in
Greenhow et al. (2009) contend that many teenagers and young adults today prefer
multichannel communication—such as communicating through social media and text
messaging—over traditional communication. Also, the quote sheds light on how learners,
who are considered digital natives, react to teachers who try to bridge the gap. According
to her vignette, she “respected” and “appreciated” the professor who incorporated
technology in the lectures. This positive choice of words indicates that besides engaging
the learners, teachers and professors who attempt to bridge the divide can use the
affordances of technology to build positive relationships with them.
Asma. Asma on the other hand, spoke from her experience as an EFL learner.
Because she had taken EFL courses in different institutions, she has developed a general
idea of the level of the teachers’ technological competence. She said, “I don’t expect it to
be high.” She also reported that Mohie and Mariam were the most highly competent
teachers she has ever met. She described their competence in the following excerpt,
“Both of them used to type the material that we used on their computer, basically typing
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skills or playing videos on YouTube. Nothing too advanced. But I know that, for
example, Mohie’s knowledge and expertise are great.”
In this quote, Asma did not perceive her teachers’ digital abilities as too advanced
since they are mostly for presentational and engagement purposes. However, her
response indicates that she separates between content knowledge and technological
competence. For learners like Asma, a teacher’s expertise will not be questioned if she/he
is knowledgeable about the content being taught.
Learners’ Perceptions of English Language Teaching Pedagogies.
It is of paramount importance to understand learners’ attitudes about how they are
learning a foreign language. The classroom is a space of colliding beliefs and attitudes.
Not only teachers come to class believing in the efficiency of a certain pedagogic
practice, but also adult learners come to class with preferred practices and preconceived
attitudes about teaching/learning a foreign language.
Sometimes learners and teachers agree on the same pedagogies, and at times they do
not. Therefore, I found that understanding the learners’ perceptions of EFL/ESL teaching
pedagogies can have great implications for how technology can be integrated in EFL
classrooms in Egypt. Moreover, it will help in illuminating how the learners construct
their identities and how they position their teachers’ identities.
Asma. According to Asma’s experience, she deemed impromptu speaking
activities as the most effective regarding the development of her communication skills in
English. She also perceived follow up fluency activities through which learners practice
the target language—be it grammar or structure—to be beneficial. When I asked her how
the lessons improved her communication skills in English, she stated,
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I think when the teachers used to put me in the spot. For example, suddenly a
teacher asks me to take part in a conversation. For example, if a teacher explained
the past simple, should ask me to speak about something that happened 2 years
ago.
It is apparent that as a learner, Asma put great emphasis on the speaking skill.
Therefore, she might join a class with the attitude that pedagogic choices that focus on
speaking and fluency are the most beneficial. This attitude might be connected to her
learning needs. Every person learns a foreign language for a purpose, and Asma’s main
goal was to become a fluent English speaker, as she explained it in the following excerpt,
I want to communicate fluently in English – almost like a native speaker. I want
to be able to understand a conversation in English effortlessly and be able to
express my ideas clearly even if the grammar is not accurate enough.
It is clear from this quote that Asma favored fluency over accuracy. Therefore, she
believed that unrehearsed dialogues in the class were the most beneficial because they
could aid her in achieving her goal. This also explains why she perceived practicing
speaking through audio recording on WhatsApp as beneficial.
Amy. The very first thing that Amy mentioned in relation to her teachers and her
motivation to join the institution was the teacher’s charisma and friendliness. When
describing how her teacher conducted the lesson, Amy mentioned the world “friendly”
twice either in relation to the teacher’s attitude or in relation to the classroom
environment. When I asked her why she picked this institution, she told me she watched
a video for Amin on the institution’s Facebook page. She said,
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What encouraged me in the video is the teacher’s charisma and friendly manner. I
felt like I know her. And she also made things sound so simple and fun.
It can be implied, from the above excerpt, that for Amy building rapport with her
teachers was important. In her reaction to the video, she put personality before content
delivery, which indicates that a teacher’s personality was important for her. Other
learners might not be concerned with a teacher being friendly or not. For instance, even
though Asma was in the same class, she did not mention the teacher’s charisma or
friendly personality. Asma mainly addressed classroom practices.
Moreover, Amy had a strong opinion against decontextualized language teaching and
rote memorization. She described eliciting grammar rules and meanings from context as
learning “from being in the experience.” For Amy, understanding the rules by practicing
the language is effective. Furthermore, when I asked her how the program helped her
improve her communicative skills in English, she stated that the “no Arabic rule” helped
her. It can be implied that Amy perceived that limiting or eliminating the use of L1 in the
class as an efficient pedagogic practice.
Amr. When I asked Amr how long he has been learning English, he told me 20
years. Then suddenly, he decided to tell me about a memorable teacher that he had at
school. He said,
I guess … most of my life, so I think 20 years. I was in a private school, and I still

remember one teacher. She was amazing, and other teachers were not like her. I
think she was the best because she encouraged us by making competitions, and
she would write sentences on the board for the students to find the mistake. And
she gave us chocolate and stuff
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According to the above excerpt, Amr perceived one of his teachers as “amazing”
because she motivated the students with competition and reward. However, the
underlined sentence indicates that Amr perceived the teacher as effective because she
engaged her learners through active learning. From his description, it is suggested that the
learners in this particular class were not passive receivers of knowledge. They were
competing with one another and actively pointing out structural mistakes. When I asked
him why he had believed the other teachers were not as efficient, I had expected him to
say they were not engaging or that he felt bored in the class. However, he said,
They were not good at pronunciation, and they didn’t focus on that. In high
school, I figured out that I was pronouncing words in a wrong way.
For Amr, pronunciation seemed to be an important aspect of learning English. He
perceived the teachers as inefficient because they did not pronounce some words
correctly and because they did not cater for it in the school lessons. His attitude about
pronunciation emerged again when he described another teacher’s accent as “marvelous.”
When I asked him for elaboration, he said, “She has the rhyme of the British accent.”
As mentioned in the teachers’ case study and in the literature review, Native
Speakerism is a common problem in the ELT sector in Egypt, where learners have the
expectation that English language teachers must sound like a native speaker to be deemed
efficient. In this light, one can argue that Amr perceived the teaching of a particular
English accent to be an efficient pedagogic practice. Like Amy, Amr perceived the “no
Arabic rule” in Mohie’s class to be effective. He said,
I had the chance to work with Mrs. Mohie. But I didn’t attend a whole course with
her, just single sessions. I like that she applied the “no Arabic rule.” She forced us
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to use English as much as we can to deliver our message to enhance our
vocabulary
Here again, limiting the use of L1 is perceived as an effective pedagogy by an
English language learner. One can argue that this belief could be connected to the issue of
native speakerism. Since native English language teachers will not be able to resort to
learners L1 to explain the target language, and since they are deemed superior to nonnative teachers, learners might have associated the avoidance of L1 as an efficient
pedagogy. When I asked him how the sessions he attended developed his communicative
skills, he recounted a time when Mohie made them practice speaking while having a cake
decorating competition. When I asked him if he enjoyed it, he said,
Yes, because it was different, and we got to know more about the ingredient. So,
it was really different and out of the box. And I think the different ways to express
yourself in different situations will help you enhance your English.
The above excerpt suggests that Amr reckoned the learning experience efficient
because it allowed the learners to learn and use language in a context and because the
teacher used the competition as a motivator. This quote also implies that he perceived
active learning and hands-on experience as efficient pedagogic choices. Furthermore, the
underlined statement suggest that Amr considered situational learning, which emphasizes
the use of social contexts for speaking practices, as an effective teaching practice.
EFL Learners’ Identity Negotiation
Gee (2000) argues that identity formation processes are socially situated.
Therefore, one cannot overlook the role of social and cultural beliefs when attempting to
analyze how an individual discursively constructs his/her identity. In order for me to
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understand how the research participants negotiated their identities as English language
learners, I had to understand how the English language is perceived culturally. All of
participants’ descriptions indexed a language ideology: an English language hegemony in
an Arabic speaking country. This is not surprising because Egypt gained independence
from the British empire in 1952. However, ever since that time the English language has
been growing as the lingua franca, which had great impact on non-English speaking
nations in terms of economy and division of labor (Schaub, 2000). In this light, one can
contend that English language learning in Egypt could be politicized and infused with
dominant ideology. If there is a hegemonic perception of the English language, then the
classroom as a social organization is a space imbued with a power struggle where the
English language teacher—native speaker or not—is seen as an authority and the learner
as a novice or a passive receiver.
Amy. When I asked Amy what learning English meant to her, she stated,
Well, generally in Egypt, people who have good command of English have
better opportunities… better jobs. In my opinion, people who can speak
English well are more respected socially. I don’t agree with this, but I have to
conform because I can’t work or live the life that I want or get better
opportunities in life if I don’t speak English well. So initially I started learning
English for my career. However, after the course, I started to become
passionate about it, and I want to include it in my everyday conversations—
not to show off— but to make it normal for me to use it, so when I work
somewhere I don’t struggle with it , especially if I am sitting with someone
who is only speaking in English. I don’t want to look like I don’t understand
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anything. I am actually more passionate about learning Turkish.1 I don’t
know why.
The excerpt above demonstrates how English plays an integral role in the Egyptian
social and economic scene. Its hegemony is made apparent in how Amy connected it to
division of labor and social prestige. According to Amy, being bilingual in English is a
source of power, which is reflected when she said, “I can’t work or live the life that I
want or get better opportunities if I don’t speak English well.” As a consequence, one can
argue that she positioned people who are fluent in English as superior to her—let alone
her teachers. Interestingly, Amy’s perception displays an identity collision. When
confronted with a dominant ideology, one either embraces it or resists it.
Based on Amy’s narrative, it can be suggested that she is doing both
simultaneously. She initially constructed herself as opposing this ideology by saying “I
don’t agree with this,” yet she subverts this identity construct when she said, “but I have
to conform.” In one sentence, she positioned herself as an “objector” and a “conformist.”
It can be argued that the “conformist” stance is further stretched in how she positioned
herself as “passionate” about learning English even though she started to learn it only to
develop her career.
This shift in perspective could be an attempt to accept an uncomfortable hegemonic
presence. In other words, positioning herself as someone who loves the language is a
defense mechanism to come to terms with internalized feelings of inferiority. This claim

1 1

Two of the learners mentioned that they were learning other languages such Russian
and Turkish. However, I did not ask the teachers or the learners if they had drawn on any
other languages when they were teaching/learning English. Also, the participants never
volunteered to speak about it.
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is further substantiated by Amy’s desire to include English in her everyday conversations
with people. She wanted to normalize its use. However, she gave this use a justification,
which implies that she might not be comfortable with the idea. She explained that she
wanted to include English in her conversations outside the classroom to avoid struggling
with it when she is speaking with someone. This suggests that she might be concerned
with herself image as a user of the language. Also, asserting that she did not want “to
show off,” could indicate how Amy perceived Egyptians who code switch between
Arabic and English.
Furthermore, it could be argued that she repositioned herself as an “objector” when
she said, “I am actually more passionate about learning Turkish.” Razfar and Rumenapp
(2011) argue that “students can (and often do) exhibit agency by challenging linguistic
hegemonic practices such as speaking languages other than English” (p. 245). Thus, it
could be argued that by stating that she loved the Turkish language without me asking her
if she was interested in other languages, Amy was attempting to reclaim power and
challenge a hegemonic linguistic norm. This could be considered a covert act of
resistance (Perry & Purcell-Gates, 2005).
It could be argued that this power struggle had different manifestations in Amy’s
discourse. In responses to my questions, she sometimes asserted her agency over the
teacher, and sometimes she deemed teachers as a source of power. For example, when
she was expressing her thoughts about self-directed learning, Amy positioned the
teachers at Level Up as “epistemic figures of authority” (Razfar & Rumenapp, 2011) by
portraying them as providers of knowledge and resources. She stated that she did not
know any self-learning techniques until the teacher informed her about it. She stated,
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The teachers there used to provide us with resources such as websites and videos.
I really like the idea that I don’t need to be dependent on a teacher to succeed.
On the other hand, the above excerpt demonstrates how Amy denounced the
teacher’s authority by asserting her own agency and autonomy when she said, “I don’t
need to depend on a teacher.” In this quote, Amy constructed herself as an independent
language learner. Likewise, when expressing her thoughts about teaching pedagogies,
Amy constructed herself as an expert who knows what learning style was the most
suitable for her. She said,
I have a problem with starting from scratch to learn the basics. I find this tedious
and boring…I don’t want someone to tell me “memorize the numbers and
memorize this list”
In the above quote, Amy asserted her identity as an expert by refusing to adopt a
subordinate position as a learner who passively accepts hegemonic literacy practices
(Mambu, 2014). Also, the statement, “I don’t want someone to tell me” undermines the
position of the teacher as the sage on the stage. Furthermore, Amy reasserted her agency
when she was describing how Mohie conducted the lesson. She explained,
Mrs. Mohie made sure that we communicate in the sessions. The session was two
ways – not just the teacher giving information. We were producing. She also
encouraged us to ask questions and be active in the class.
In her description of how Mohie managed the lesson, it could be argued that Mohie
created a student-centered environment where learners can practice their agency. By
saying “not just the teacher giving information,” Amy was implying that the learners had
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an active role to play in the classroom. This claim was further reinforced by the statement
“we were producing” to reinforce the learners’ productivity and agentive action.
Asma. Mastering the English language as a dominant discourse in Egypt was also
indexed in my talk with Asma—however, less intense than how Amy referred to it. When
I asked her what second language meant to her, she stated the following:
It means a lot to me. It’s helpful for communication in general, especially learning
English because it is the number one language globally. It’s the lingua franca. It is
important for work too. It is important to write that I know English in my CV.
And on a personal note, I have always loved the English language and have
wanted to develop it. But generally English is important for traveling and career
development. Some people learn a second language to help their children with
their school assignments. One of my friends started learning English because she
felt that her son’s school wasn’t doing a good job. Now parents want to enroll
their children in good private/international schools, not like with our generation.
Our parents didn’t really put much thought in choosing the schools.
In the above excerpt, it is apparent that Asma was conscious of the dominance of
the English language by describing it as “the number one language” and “the lingua
Franca.” In Asma’s response there is an underlying emphasis on the power of English
language on securing a job. She said, “It is important for work;” “It is important to write
that I know English on my CV,” and “It is important for career development.”
Abumilha (2016) cited Tsuda (2008) to argue that the English language hegemony in
the MENA region is identified as language domination through economy, communication
and education. This perspective is indexed in Asma’s quote. By explaining that she
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believed that the English language was important for communication and traveling, one
can argue that she perceived that Arabic, her native tongue, as not sufficient for
communication. In other words, without English she could be socially
isolated/marginalized. Also, this quote sheds light on a cultural shift in Egypt where
studying English and acquiring Western credentials has become in demand among
Egyptian parents who want to secure better socioeconomic futures for their children.
Interestingly, Asma constructed herself as a lover of the English language.
However, she stated this after she had mentioned the socioeconomic importance of the
language, which implies that this is what preoccupies her. One might wonder why she
constructed herself as a lover of the language. It can be argued that this was her way to
negotiate her identity as a foreign language learner who might be internally trying to
come to terms with a socially imposed subordinate status.
Abumilha (2016) cites Tsuda’s (2008) language divide analogy to demonstrate the
position of the English language globally. In his argument, the English language stratifies
the world into 3 classes where the native speakers are the elite, the second language
speakers are the middle class, and the foreign language speakers are the working class.
Abumilha (2016) contends that for the foreign language speakers (such as in Egypt and
other countries in the MENA region) learning English becomes a “lifetime labor” (p.71).
As a matter of fact, this claim was reflected in Asma’s discourse when she told
me that she has been learning English for 13 years. She also stated that during this time
she kept switching places every two years in search for the best English language
institutions in the city. When I asked her why she kept changing institutions, she said,
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Some places had really unqualified teachers. Other places offered really poor or
weak content, and other places had poor tools and teaching resources. And some
places had terrible management.
One interpretation for the above excerpt is that Asma constructed her identity as a
customer who was evaluating a service and not as a learner seeking knowledge. This
identity construct could be interpreted in two lights. First, from a neoliberal perspective,
the increasing privatization of education, especially in TESOL, has positioned learners as
consumers of a product—who have to choose the best product in a free market with
increasing competition—and has positioned teachers as providers of a commodity.
Second, this identity construct could be explained in terms of resistance to a dominant
discourse. By positioning herself as a consumer who has the right to assess a service,
Asma might be exercising her agency and power over the teachers and institutions that
symbolize the cultural hegemony of the English language (Perry & Purcell- Gates, 2005).
Asma also perceived her English language teachers as “epistemic authority.” When I
asked her to describe the role of the teacher in the classroom, Asma said that she
perceived the teachers as “resource for information” who assigned tasks and gave
feedback. By describing the teachers as “resources” of knowledge is a covert
authentication of the social and cultural power English teachers hold because they can
master the language. This description positions Asma as lacking in agency—as someone
who is helpless without a teacher. Furthermore, Asma’s desire to sound like a native
English speaker emphasizes the social and cultural power English has in Egypt. It is one
thing to master the language for functional purposes, and it is a different issue to want to
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sound British, American, or Canadian. It is a matter of cultural assimilation and social
prestige.
Amr. Similarly, Amr had a similar attitude towards the English language. He
said,
I think that English is the most important language around the world. And if you
want to travel abroad you have to be capable of speaking English. If you need to
make a research in anything, you have to have a basic degree of English. If you
search in Arabic, you will not find good stuff, but if you search in English you
will find dozens of good stuff. think maybe 10 years ago learning English was a
luxury or a plus, but nowadays it is a must.
The hegemony of the English language is also indexed in Amr’s perception. Unlike
Asma and Amy, he mentioned its hegemony in relation to academia. It can be suggested
that for Amr, knowing English is equated with being educated and enlightened
(Abumilha, 2016). This is why he said, “It is the language of research.” For Amr,
knowing English is having access to resources and knowledge. In his response, one can
infer a devaluing of the Arabic language. For him, it is not as useful as English because it
would not provide him with resources.
Amr believed that learning to speak English is a necessity. This perception can
help explain why Amr constructed himself as an expert learner who can run his own
English club. Going back to the argument of perceiving the English language teacher as a
symbol of power, one can argue that Amr enacted the same identity in his English club.
He exercised his social power over the “attendees” –as he described them—ascribed to
him by positioning himself as a fluent speaker of the language.
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When he was expressing his opinion about the prevalence of informal English
clubs in Egypt—an inference I made based on his talk—he said the following statement
“it is a friendly environment, and no one will judge you. And I say in evert session that
no one is perfect, and that it is fine to make mistakes.” By this statement, Amr
constructed himself as a teacher who was encouraging his learners.
What is worthy to note in the above quote is the phrase “no one will judge you,”
which indicates that Amr perceived a traditional classroom as a space where learners
might feel that their English proficiency is inadequate. This phrase also positioned the
teacher as a judge with residing power over his learners. All in all, this quote, sheds light
on the asymmetrical power dynamic in traditional English language classrooms. In fact, it
can be contended that the emergence of informal English language clubs in Egypt is a
movement to resist the hegemonic organizational structure of the classroom and to resist
hegemonic literacy practices such using textbooks and fixating on grammar rules. For
instance, when Amr was describing why English clubs are becoming popular, he said,
I think in normal classes people learn a lot of rules, but they don’t have enough
time to speak, maybe because of the number of students. English clubs … I think
they are more social. A couple of attendees told me before that they are not very
fluent in speaking, but they like to attend to socialize and engage with other
attendees.
One can argue that in English clubs, as described in the excerpt above,
participants have room to practice their agency, this could be attributed to a presupposed
sense of equality among the attendees. True, they might be still contributing to a
dominant discourse, but, at least, they are doing it on their own terms. Razfar and

128
Rumenapp (2011) argue that second and foreign language learners can sustain dominant
language ideology by appropriating the use of hegemonic literacy practices and artefacts
such as the use of dictionaries. When he was trying to explain how he—as a learnerexpert—encouraged his learners to improve their digital literacy skills and FL skills,
Amr,
For my learners, I guess they have started to use the Cambridge Dictionary more
frequently to check the pronunciation of words.
No one can deny the importance of dictionaries in language learning. However,
referring to them as indispensable sources of knowledge “privileges standard linguistic
forms as authoritative sources of meaning and decontextualized definitions” (Razfar &
Rumenapp, 2011, p. 262). By this token, it can be argued that Amr perpetuated this
hegemonic discourse by imposing the use of Cambridge Dictionary on the attendees in
the English club.
In conclusion, the previous two case studies focused on analyzing how each
participant, as a holistic unit of analysis, interpreted the integration of technology in
English language classrooms and the importance of teaching and learning English in
Egypt. The previous two case studies also offered a detailed analysis of how the
participants negotiated their identities as users of the English language whether as
teachers or learners English. Additionally, the analysis section about the participants’
identity negotiations also presented a detailed exploration of how the participants
constructed their identities as users of technology in the interview. The following section,
however, presents a synthesis of the most compelling findings in the two case studies.

129

Discussion
In this section, I intend to answer my research questions and discuss the
significance as well as the implications of the findings. This deliberation is divided into
three parts:
1- Technology Integration: Common Practices in EFL Classrooms in Egypt.
2- TPACK: Common Perceptions
3- Identity Constructions: Two Discourses
Technology Integration: Common Practices in EFL Classrooms in Egypt.
This section attempts to answer question (1a) in what ways do the Egyptian
teachers use technology in the classroom to complement their pedagogies? And question
(1b) in what ways do Egyptian learners use technology to learn and/or enhance their
English language skills? As explained in the data analysis section of the first case study,
there were several commonalities among the four teachers with regard to what
technological tools they integrated in their teaching. Findings indicate that the four
teachers Mohie, Mariam, Sally, and Mohamed, by and large, employed the same
technological tools. The same findings emerged in the second case study—the learners,
Amr, Asma, and Amy, also integrated similar digital resources. However, each one had a
specific preference.
The four teachers mentioned that they mostly used Microsoft office, PowerPoint
Presentations, TED Talks, YouTube, Facebook, Kahoot, BBC learning, and Voice of
America. Moreover, the findings also suggest that using visuals such as videos and
images from YouTube or Google in the classroom was common among the teachers.
Similarly, the findings demonstrate that the three adult learners, Amr, Amy and Asma,
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mostly used TED Talk, Facebook, and YouTube to enhance their language skills in
English.
The data analysis also suggests that the teachers integrated the above-mentioned
software programs, social media sites, and websites for similar pedagogical strategies:
classroom engagement, language presentation/practice, giving language/pronunciation
feedback, and lesson planning. As for the learners, they used technologies that allowed
them to personalize their learning experience. Therefore, Facebook, YouTube, and TED
Talks were the most common digital resources in the learners’ data because these sites
allowed the learners to select what to read or watch according to their personal interests.
Furthermore, findings indicate that the learners used these digital resources to expand
their vocabulary, enhance their listening and comprehension skills, and improve their
pronunciation.
Visuals and Videos. Sally and Mariam said that they usually integrated videos,
visuals, and songs from YouTube at the beginning of the lesson as a lead in or as a warm
up to motivate the learners. Using visuals such as pictures and videos to engage the
learners was also echoed by Mohmed who said, “I always try to use visuals.” Mohie also
stated that she used a video in every lesson, especially from TED Talks or YouTube to
present and explain vocabulary in context and to promote classroom discussions.
The teachers also used visuals when they wanted to explain or present a difficult
concept without using the first language. For example, Sally said that she used a video
about feminism from YouTube to help her explain the concept to her students without
using Arabic, and Mariam used a picture of a head without features from Google to
discuss the topic of identity with her learners. Mohamed also explained the he used
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videos from YouTube to teach grammar. He used the videos as a context for learners to
construct sentences using a pre-taught grammatical rule.
As for the learners, findings indicate that they mostly used videos to promote their
language skills. Amr stated that he watched a video from TED Talk or YouTube daily,
while Asma stated that she enhanced her language skill by watching beauty tutorials.
Amy, on the other hand, stated that she watched short videos on Facebook, YouTube, and
BBC learning English.
Moreover, the 3 learners mentioned that the teachers at Level Up incorporated
videos in the class. Amr said, “They mostly use videos.” Asma and Amy said that the
teachers, especially Mohie and Mariam, used YouTube in the classroom. It could be
inferred from how the learners described the classroom activities that the teachers
integrated videos—as well as songs—to promote critical thinking or to help learners with
writing skills such as summarization of main ideas.
PowerPoint. Even though it was not clear how the teachers used PowerPoint, it
was mentioned by Mariam, Sally, and Mohie as an essential tool in the classroom. Mohie,
said “Of course, I use PowerPoint presentation”. Mariam said, “Of course I use
PowerPoint presentations, videos, and Ted Talks,” and similarly, Sally, said, “ I use
songs, images, and PowerPoint presentations, of course.” The teachers’ incorporation was
confirmed by one of the learners. Asma said that the teachers, especially Mohie and
Mariam because she attended classes with them, used PowerPoint presentations and
Microsoft Word.
Audio Recordings. Using audio recording was also common among the teachers,
Sally and Mohamed explained that they used audio recordings to encourage learners to
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improve their speaking and fluency skills in English. Mohamed said he used a software
program called Wave Pad that his learners utilized to record audios. Mohamed explained
that he used to listen to the audios and give the student the feedback either in class or via
email.
Sally, on the other hand, used WhatsApp as a platform for her learners to record
themselves and to practice speaking. She said, “I have created a group on WhatsApp
where members could practice speaking on a daily basis. So, I just send them a topic and
they send me voice notes.” Mariam and Mohie also used WhatsApp, however, this was
mentioned by two of the learners. Asma and Amy said that both Mariam and Mohie
created WhatsApp groups for the class so the learners could share voice notes and
improve their speaking skills.
Amy, however, couldn’t replicate this autonomously with her classmates or
friends. She said that she tried to use WhatsApp to practice her English with her friends,
but she did not perceive it as beneficial because she wanted to practice with a teacher or
someone who is proficient in English. As mentioned before, Amy’s experience could
imply that foreign language learners’ attempts to participate in autonomous collaborative
language learning might be hampered by the learners’ personal assessment of one
another’s level of proficiency. It could also be argued that Amy was not encouraged to
use audio recordings with her peers because it might have been used by the teachers for
accuracy and not fluency purposes. Therefore, Amy couldn’t perceive her peers as
experts on language to correct her mistakes. Findings also suggest that audio recordings
(via WhatsApp) allowed learners to assess themselves and track their progress.
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Lesson Planning. Findings indicate that teachers used internet resources for
lesson planning. Mohie said she used websites that had authentic IELTS instructional
material to help her prepare for her lessons. Mariam stated that she used Google and
BusyTeacher.com to look for instructional material that were thematically designed,
especially if she was preparing for a conversation class. Sally stated that she used
off2class.com when she was preparing her lessons because it had diverse instructional
resources.
Facebook and Kahoot. Facebook was mentioned by the teachers as a valuable
resource to promote English language learning. However, they did not integrate it in
class. Instead, they perceived it as a tool that could be used by learners outside the
classroom to promote autonomous language learning. For example, Mohamed said that
he encouraged his learners to follow The Humans of New York Facebook page to learn
new expressions and vocabulary.
Mohie and Sally demonstrated an understanding that social media sites such as
Facebook could be potentially beneficial for language learners. For example, Mohie
stated that she encouraged her learners to leverage the affordances of Facebook and other
social media sites because they were available and offered free content and resources.
Similarly, Sally believed that learning English was not restricted to attending classes. She
said, “Learners can scroll down their Facebook Page and just read posts in English.”
Mariam, on the other hand, did not mention Facebook as a learning resource. She
described Facebook as a platform to connect her with her learners. She said that she gave
learners her Facebook account in case they had any questions. However, Mariam
mentioned that she integrated Kahoot in the classroom to revise content and engage
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learners. Sally and Mohamed also stated that they integrated Kahoot. Even though they
did not state how, they signaled that the learners were motivated by it.
As for the learners, Amy and Asma said that the teachers used Kahoot in the
classroom, and like the teachers, they did not explain how they did so. However, they
described it as engaging. Of the three learners, only Amy had a preference to use
Facebook to promote her English language skills. She used it to read posts, watch short
videos, and to follow pages that offered English language services.
Summary
The results in this section confirm findings in previous studies in connection to the
integration of digital technologies in EFL classrooms. Nunan & Richards (2014) as well
as Thienthong and Lian (2014) list Ted Talks, Google, YouTube, Facebook, Voice of
America, and BBC Learning as common language learning resources used by EFL/ ESL
learners and EFL/ ESL teachers.
Other studies have found the integration of multimedia visual aids as common in
EFL classrooms. Studies have shown that videos and visuals have several benefits.
Visuals increase student engagement and motivation (Maria,2012; Brinton, 2001) as well
as student autonomy and confidence (Kabooha, 2016; Halwani, 2017), and they enhance
vocabulary learning and fluency (Bal-Gezegin, 2014).
Similarly, PowerPoint presentations are commonly used by EFL teachers
(Hashemi, Azizinehad, Farokhi, 2011; Lari, 2014). Furthermore, audio recordings and the
use of WhatsApp groups were perceived as effective strategies for improving learners’
speaking, listening, and writing skills, increasing learners’ awareness of their oral output
and pronunciation, and expanding learners’ vocabulary repertoire ( Yao, 2007; Aoki,
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2014; Amry, 2014; Hamad, 2017). As for Facebook, several studies concluded that it can
be used to enhance writing skills (Tang-Yu, 2014), increase learners confidence in
language acquisition, provide them with opportunities to practice the language
incidentally and informally (Wang & Chen, 2007;Gurgurovic, 2010 cited in Espinosa,
2015), and increase learners ‘motivation to learn the language (Tananuraksakul, 2015).
Previous literature has also highlighted that the use of game-based technologies
such as Kahoot have increased learners’ motivation to learn the language, have increased
classroom engagement, and have enhanced language skills such as vocabulary retention.
However, studies have also shown that learners with low language proficiency were not
comfortable with using mobile applications such as Kahoot in the classroom because of
feelings of low self-esteem or language anxiety (Tivaraju et al., 2017; Muhridza et al.,
2018).
It was noted that there were no studies investigating how EFL teachers use
internet resources, especially websites that offer prepared instructional material, to plan
for their lessons or supplement textbook material. Future studies can potentially
investigate the teachers’ preferences for specific websites or how teachers use internet
resources as a lesson planning tool. Unlike what was mentioned in the literature review,
the teachers did not incorporate digital video recording, digital storytelling, blogs or
embodied technology learning.
TPACK: Perceptions of Technology Integration
In this section, I intend to answer question (2a) in what ways do teachers perceive
their use of technology? and question (2b) in what ways do learners perceive the use of
technology in the classroom? Moreover, this section draws from the TPACK theoretical
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framework to discuss the teachers’ Technological Pedagogical Content Knowledge
(TPACK).
Findings indicate that the teachers perceived themselves as technologically
competent and projected positive attitudes about technology. They generally perceived
technology as an indispensable tool in the classroom. According to their perceptions, they
believed that technology in the classroom has two benefits. First, it promotes classroom
engagement. Second, it facilitates teaching. It is concluded that the teachers’ perceptions
about technology integration is in congruence with other studies’ results (Mollaei &
Riasati, 2013; Kinik, 2014; Chaaban & Cherif, 2016; Çebi, 2018).
The learners had similar attitudes. Amy, Amr, and Asma perceived that technology
integration increased attention, increased classroom engagement, and limited the use of
L1. The learners also stated that it facilitated learning because they could understand
concepts from visuals and because they could use their mobile phones to look up the
meaning of words or a grammar rule. Findings also indicate that the learners developed
autonomous learning skills because they replicated their teachers’ use of technology in
class. The learners’ positive attitudes about technology is in line with the findings of
Ataeifar et al. (2019) and Vasbieva & Saienko (2018).
According to Mishra and Koehler (2006), TPACK constitutes the strategies that
teachers use to effectively integrate technology in the classroom by drawing on their
technological knowledge (TK), content knowledge (CK), and pedagogical knowledge
(PK) (Koh, 2018). According to the TPACK framework, the four teachers possess
technological knowledge (TK) and pedagogical knowledge (PK); however, the
relationship between the two areas of teacher knowledge is not balanced. The teachers’
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PK seemed to be stronger than their TK. It is worth mentioning that being unable to
conduct class observations hampered me from documenting and studying the teachers’
content knowledge (CK). Therefore, it is not referenced in the analysis. Nonetheless, the
teachers’ (TK) and (PK) were evident in how they integrated videos and audio
recordings.
They used the videos either to engage the learners, explain difficult concepts,
prompt classroom discussion, or create a context for grammar practice. Through their
descriptions of their teaching practices, the teachers pointed out that they believed in
student centered, collaborative, and communicative pedagogies. In fact, their integration
of videos in the classroom demonstrates that they used this type of technology to
contribute to student centered classrooms by enhancing classroom engagement and group
discussions that emphasize learners’ agency and participation. Moreover, their use of
videos/visuals to explain difficult concepts demonstrates that they were aware of the use
of video tech in transmitting knowledge and helping learners make connections between
abstract concepts and their real world such as when Sally used a YouTube movie about
feminism to explain the concept to the learners and encourage them to give examples
from their life.
The teachers were also aware that videos, visuals, and short movies can support
learners in understanding and practicing grammatical rules, which implies that the
teachers possessed some knowledge on how to use technology for different ways of
scaffolding the lesson to guide the learners in understanding complex concepts. The
teachers also used WhatsApp and Wave Pad as recording tools to encourage learners to
practice speaking skills with a focus on accuracy. The teachers’ integration of WhatsApp
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and other recording tools could be viewed as directed technology integration because
they were integrating these ICT tools for a specific purpose, which was encouraging the
learners to identify and improve their linguistic weaknesses. Therefore, it can be
concluded that the teachers possess some level of Technological Pedagogical Knowledge
(TPK), however, with varying degrees.
It can be concluded that the teachers’ positive attitudes towards technology is
connected to their awareness of TPK. This finding supports findings by Kozikoglu and
Babacan (2019) who found a significant relationship between teachers’ attitudes about
technology and their TPACK skills. For instance, Mariam demonstrated an adequate
level of TPACK when she explained that she used Kahoot to revise pre- taught content.
Her use of Kahoot to revise the target language demonstrates that Mariam has TPK,
TCK, and PCK skills. She knew how to utilize the mobile application, which testifies for
her technological knowledge. She knew what it could be used for. Kahoot works best to
check understanding or to recap content in an engaging group competition. Therefore,
Mariam’s decision to use Kahoot to recap the target language demonstrates that she has
pedagogical knowledge. Her choice to use a game/competition to achieve learning
outcomes demonstrates that she has pedagogical content knowledge (PCK), and her
choice to use a specific digital tool to present the target language implies that she has
technological content knowledge (TCK). Mariam’s choice to use Kahoot to carry out the
class activity demonstrates that she has technological pedagogical knowledge (TPK).
Similarly, Mohamed demonstrated a similar attitude when he described how he
used movies from YouTube: his content was making descriptions with “there + verb be”,
his pedagogic strategy was to let his learners watch a movie and describe items in it, and
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his presentational decision was to use a computer and YouTube. Even though Mohie
exhibited TPK, she was more concerned with Pedagogical Content knowledge (PCK)
because she perceived content and pedagogy to be more important than technological
competence in a language classroom. Mohie believed that technology integration in the
classroom is essential; however, her PCK included teaching language in context and
through hands-on experience such as cooking, which do not include or necessarily need
technology. This demonstrates that Mohie’s teaching beliefs align with her teaching
practices, especially technological practices (Ertmer et al., 2012).
Moreover, two learners perceived teachers’ technological knowledge (TK) as
essential in the EFL classroom, while one student perceived teachers’ content knowledge
(CK) as more important than their (TK). This finding has two implications. First,
Egyptian learners are becoming more aware of the importance of teachers’ (TK), which
suggests that educators in Egypt need to devote more effort to developing professional
training programs and workshops to train teachers on how to design lessons based on the
TPACK model in different subject areas.
Second, this finding indicates that learners’ perceptions of teachers’ (TK) and their
perceptions of the benefits of technology integration could have a strong impact on the
teachers’ willingness to enrich their TPK. Thus, curbing or increasing the potentials of
improving teachers’ TPACK. This supports Tseng’s (2014) conclusion, after she studied
the perceptions of EFL learners of their teachers’ TPACK, that the perceptions of
students could be utilized to help teachers enhance their teaching practices with
technology.
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Even though the teachers perceived their teaching methods as non-traditional and
innovative because they integrated technology and implemented communicative teaching
approaches, findings indicate that their integration of technology foreshadows a gap
between what the teachers perceive as innovative and what innovative can potentially be.
There was a strong emphasis in the findings that technology is predominantly used by the
teachers for engagement and motivation. This observation was also substantiated by the
learners’ perceptions of technology integration in the classroom and by how they
described some of the lessons they have attended. This finding supports Fishman and
Dede’s (2016) claim that it is common for most teachers to have a minimal integration of
technology with a focus on increasing motivation and diversifying presentational styles
of teaching. This demonstrates that there is an imbalance between the teachers’ TPK,
TCK, and PCK—with TPK as the most limited. Therefore, the teachers need to
reevaluate how they connect technology, pedagogy and content in their instruction to
enrich their TPK and TCK.
Using Koh’s (2013, in Koh, 2018) rubric to assess meaningful learning with
technology, findings from the teachers’ descriptions of their lessons show that the
students used ICT sporadically to work with subject matter which indicates, based on
Koh’s (2013) rubric, a low level of student active learning with technology.
Moreover, based on Koh’s rubric, the data indicate that the teachers rarely used
technology for constructive learning. This was also done with varying degrees. Findings
indicate that the teachers mainly used ICT tools to transmit subject matter or to support
learners in reproducing subject matter, and it was rarely used by the teachers to support
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learners in articulating their personal reactions to subject matter or in constructing verbal
or written expressions of the subject matter (Koh’s, 2013 cited in Koh, 2018).
Furthermore, there was a lack of using ICT tools to represent real world
phenomena or problems as well as engaging learners in problem solving activities (Koh,
2013 cited in Koh, 2018). Also, there was no evidence that the teachers encouraged the
learners to use ICT tools to self-diagnose and fix their learning gaps ((Koh, 2013 cited in
Koh, 2018). Finally, there was no clear indication of conducting cooperative activities on
ICT platforms and tools (Koh, 2013 cited in Koh, 2018).
This analysis indicates that even though the teachers possess technological
pedagogical knowledge (TPK), their integration is limited and cannot be considered
meaningful, which indicates a lack of teacher professional programs that cater to
improving teachers’ TPACK in Egypt. The Egyptian ministry of Education and leading
language schools in Egypt such as the British Council and AMIDEAST can start
developing programs that can help in assessing and improving teachers’ TPACK skill in
public and private schools. Findings from the learners’ case study also support this claim
since they did not mention any examples of using technology for constructive or active
learning. Moreover, the activities that the learners described did not have any reference to
online collaborative learning or problem-solving activities.
Nonetheless, the teachers’ limited integration of technology could be explained in
terms of their context and the resources available for them. In fact, the four teachers
perceived the poor infrastructure in Egypt as the most challenging impediment to
meaningful technology integration. Mishra and Koehler (2006) argue that teachers’
integration of technology is “context-bound.” Similarly, Fishman and Dede (2016)
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contend that transformative teaching with technology “must be based both on what
infrastructure available and on what preparation and support teachers have received”
(p.1277).
Findings also indicate that there might be a relationship between teachers’ level of
integration and their perceptions of the learners’ level of digital practices. The teachers
had a common and general perception that Egyptian adult learners were not digitally
competent enough to use ICT tools for autonomous learning. However, findings indicate
otherwise. It is true that the findings indicate that the learners’ usage of ICT tools is
considered moderate and not as wide-ranging as initially expected for their generation
(Kızıl, 2018), they, however, exhibited self-autonomous learning capabilities and digital
skills that can be developed by the teachers.
What is intriguing in the learners’ integration of technology is not the tools but
their motivation for integration. It could be implied from the findings that the learners’
integration of technology is predicated on the personalization and customization of the
learning experience. For instance, Amr said that he used TED Talks because there are
different topics for everyone, and Asma said she watched beauty tutorials on YouTube
because in that way she was listening to something interesting and learning English at the
same time. Similarly, Amy used Facebook to find content to improve her English.
Facebook, YouTube, and Ted Talks are not structured for educational
purposes (Sauro & Zourou, 2019). Thus, learners feel compelled to create their own
structure by autonomously selecting the appropriate material based on their interests and
learning goals. Sauro and Zourou (2019) explain that learning on the digital wilds,
platforms that are not designed for learning such as social media sites and video games,
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requires agency and decision-making skills. If learners can autonomously find and
manipulate material online, they could be capable of assessing their language needs or
learning gaps as well as possessing e-skills that could be leveraged and reinforced by the
teachers.
Identity Constructions: Two Discourses
This section explores how the participants constructed their identities by answering
question (3a) In what ways do EFL teachers/ adult learners construct their identities as
part of the EFL context in Egypt? and question (3b) In what ways do EFL teachers /adult
learners construct their identities as users of technology to teach/learn English? To
answer my last two research questions, I draw from Gee’s (2000) identity theory to
explore how the participants negotiated and constructed their D-identities to be
recognized as “a certain kind of person” in the discourse of learning and teaching EFL in
Egypt and in the discourse of teaching/learning with technology.
The Discourse of Teaching and Learning EFL in Egypt.
As mentioned before, the issue of identity was not initially a part of my
investigation. However, I was intrigued to explore how the participants constructed
themselves when I have discovered that there was an underlying language hegemony in
play. The participants, both teachers and learners, perceived English as a language of
power. Moreover, findings in this section supports claims that the notion of identity is
socially situated, multiple and shifting, constructed through discourse, and connected to
social and ideological influences and inequities. (Varghese et al., 2005; Gee, 2000; Liu &
Geetshuis, 2016; Reeves, 2018)
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English as a Language of Power in Egypt. Findings indicate that both the
teachers and the learners perceived learning and speaking English to be extremely
important because it has socio-economic benefits (Abumilha, 2016). As for the teachers,
they all stated that Egyptians were keen on learning English to find good paying jobs, to
get promoted, to improve or build their social capital, and to have access to information.
However, Mohie had a different way to describe the benefits of learning English in
Egypt: she said people learn English to “achieve a dream.”
One can argue that associating the English language with a long-desired goal
signifies the cultural and social power embedded in speaking the language. It also
signifies that Arabic on its own would not be considered sufficient for people to develop
economically and socially in Egypt. This finding supports Seargeant’s (2009 as cited in
Lowe and Pinner, 2016) finding that showed that English was framed as the language of
achieving success and self fulfilment in Japan.
The learners echoed the same perception. However, there was a focus on the
social prestige associated with being fluent in English (Abumilha, 2016). For instance,
Amy said, “People who speak English are more respected socially,” and she also stated,
“I can’t work or live the life that I want or get better opportunities if I don’t speak English
well.” Asma, similarly, said, “It is the number one language globally. It is important to
write that I know English in my CV.” Amr, indexed the dominant power of the English
language in terms of Academia and access to information. He said, “If you need to make
a research in anything, you have to have a basic degree of English. If you search in
Arabic, you will not find good stuff.”
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The teachers’ and learners’ attitudes about the English language supports the
results of a survey conducted by the British Council in Egypt. McIlwraith and Fortune
(2016) found out that out of the 195 students, 89% strongly agreed that learning English
was important for their future prospects, 73.7 % strongly agreed that learning English
increased their social status in the community, and 65% strongly agreed that learning
English enriches their identity. The teachers, who were 145 in total, had similar
responses. 82% of the teachers perceived that teaching English increased their status in
the community, while 62% of them strongly agreed that teaching English enriched their
personal identity (pp.10-11).
The results of McIlwraith’s and Fortune’s (2016) survey indicates how the English
language plays an integral role in Egyptian society as reflected in the attitudes of the
teachers and learners. Findings in this section act as what Gee (2008) describes as
Discourse with a capital D. This Discourse is composed of sets of values, traditions,
cultural norms, objects, tools, and ways of interacting with others. These sets interrelate
when people enact “specific socially recognizable identities” (Gee, 2008, p.155).
For the purpose of this discussion, I argue that the hegemony of the English
language in Egypt functions as the Discourse through which the English language
teachers and the English language learners are socialized and enact specific identities
since Gee (2008) argues that “discourses …are ways of recognizing and getting
recognized as certain sorts of whos doing certain sorts of whats” ( p.156). On the other
hand, as an interviewer and a researcher, I am engaged in this Discourse with the
participants. In trying to make sense of it, I am engaged in what Gee (2008) describes as
“a dance with words, deeds, values, feelings, and other people” (p.155).
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Teachers’ D-Identities in a Dominant Ideology
The previous section operates as the interpretative system (Gee, 2000) through
which the participants’ constructed identities can be explained. In the light of this
background, findings indicate that the 4 teachers constructed similar D-identities.
However, individualized differences emerged.
Teachers as Experts. Data analysis show that the teachers constructed
themselves as subject matter experts and pedagogical experts (Beijard et al., 2007 cited in
Cheung, 2015). The four teachers, Mohamed, Sally, Mariam, and Mohie wanted to be
recognized as experts in the language by choosing to conduct the interview in English
instead of Arabic. They wanted to demonstrate that they are confident and fluent speakers
of English. Moreover, the four teachers wanted to be recognized as pedagogical experts.
However, this identity construct was discursively formed in different ways. Mohie, Sally,
and Mohamed stated, without me asking them, that they had international certificates in
teaching English as a foreign language. Sally also mentioned that she scored 7 on the
IELTS exam.
English as a hegemonic language in Egypt brings with it another dominant
ideology that operates in the teachers’ and learners’ Discourses: Native Speakerism or, in
other words, the superiority of native English language teachers over Egyptian nonnative
teachers. Holliday (2009, cited in Lowe & Pinner, 2016) defines Native Speakerism as
the following:
A pervasive ideology within ELT characterized by the belief that ‘native speaker’
teachers represent a ‘Western Culture’ from which springs the ideals both of the
English Language and of the English Language teaching methodology” (p.385)
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Because Native Speakerism is a common issue in the English language teaching
culture in Egypt (El Fiki, 2006), especially in the private sector, EFL teachers feel
impelled to find ways to legitimize their competency through adopting western-centric
models of teaching (Lowe &Pinner, 2016). One way to do so is to acquire certificates in
teaching English as a foreign language from western institutes. This could be explained in
terms of the significant relationship between authenticity and cultural capital (Lowe &
Pinner, 2016). After reviewing several studies, Lowe and Pinner (2016) contend that
nonnative English teachers are more prone to acquire TESOL certificates from Western
institutes than from national or local ones because the teachers believe that teaching
methodologies from western universities/institutes are more authoritative and authentic.
Therefore, teachers construct themselves as culturally connected to western sources of
teaching methods and pedagogies (Lowe & Pinner, 2016) to legitimize their professional
competency.
In fact, Mohamed and Sally said that they had the CELTA (Certificate in Teaching
English to Speakers of Other Languages), which is provided by Cambridge English
Language Assessment. The CELTA teacher training is conducted in Cambridge English
Teaching Qualification centers. In the case of Egypt, it is the British Council. Mohie
stated that she has an online teaching certificate from a university in London. This
indicates that the teachers wanted to foreground their expertise whether in content
knowledge or pedagogical knowledge by showcasing their credentials.
The teachers’ professional identity as pedagogical experts continued to crystallize
through their descriptions of their teaching practices, roles, and beliefs (Reeves, 2018) .
Similarly, Beijaard et al. (2004) referenced McCormick and Pressely (1997) to contend
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that “our concept of self can be defined as an organized representation of our theories,
attitudes and beliefs about ourselves” (p.108). For instance, Mohamed said that he
believed in communicative teaching approaches. He asserted that teachers should
minimize their talking time and maximize the students’ talking time in the classroom. In
this sense, Mohamed wanted to be recognized as a proponent of student- centered
pedagogies. He also emphasized that a teacher should play multiple roles in the
classroom: “controller,” “organizer,” “facilitator,” “monitor,” and “tutor.”
Similarly, Mohie maintained her pedagogical expert identity when she emphasized
the importance of teaching grammar contextually and by criticizing how grammar was
being taught in Egyptian schools. She also wanted to be recognized as a facilitator and
not as a teacher in the traditional sense. Mariam and Sally also constructed themselves as
expert teachers because they did not apply teacher-centered pedagogies and because they
used technology in the classroom. Those findings support Van and Sleegers’ (2006 as
cited in Liu & Greetshuis, 2016) who claim that teachers construct their professional
identities in light of the distinction between student-centered and teacher centered
pedagogies.
Teacher as Non-traditional. The teachers’ perception that their teaching
methods were non-traditional could be explained in terms of their context. Based on the
British Council’s (2016) survey, the classes that have been observed mainly focused on
teaching grammar and vocabulary. The researchers also noted that grammar rules were
explained deductively using the board and that teachers changed reading and listening
lessons into grammar and vocabulary lessons with a focus on rote memorization. This
explains why Mohamed, Sally, Mariam, and Mohie were keen on constructing
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themselves as proponents of communicative and student-centered practices to legitimize
their competence and distinguish themselves from practices that were considered
inadequate, so they could cement their position as efficient non-native English teachers.
Mariam, Mohie, and Sally, specifically, stated that they did not like the traditional way of
teaching. They also attributed this identity construct to the fact that they integrated
technology in the classroom.
Teacher as Encourager and Influencer. Findings also indicate that the teachers
constructed themselves as encouragers, motivators, and influencers. For instance, Sally
stated that she encouraged her learners to practice English every day, and she also
emphasized the importance of engaging and encouraging the learners with dynamic and
interactive classroom activities. Mariam expressed this identity when she explained how
she encouraged her learners to speak by creating a safe zone in the class so the students
would not feel judged.
Mohie, on the other hand, believed that by teaching English she was helping
people change their life for the better, and therefore, she constructed herself as an
influencer when she said, “I believe that when it comes to teaching …you have to
understand that you are affecting people’s lives.” This identity construct could be
associated with Mohie’s awareness of the status of the English language in Egypt.
Therefore, this identity construct supports McIlwraith and Fortune’s (2016) finding that
teaching English in Egypt is socially valued. Mohie positions herself as someone whose
knowledge and expertise could be valued by the community because she could make
dreams come true.
Learners’ D-Identities in a Dominant Ideology
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As for the learners, findings indicate that they constructed multiple and sometimes
contradictory d-identities (Varghese et al., 2005; Gee, 2008; Reeves, 2018). Since
learning English is a dominant discourse in Egypt for its previously mentioned privileges,
it is no surprise that it is a discourse of power struggle, where contrasting perceptions
would collide (Perry & Purcell-Gates, 2005). In fact, findings indicate that the learners
constructed identities that concomitantly resisted and perpetuated the hegemony of the
English language.
Learner as Objector and Conformist. For example, Amy constructed herself as
an objector and a conformist when she described the importance of the English language
for her. She said, “People who speak English well are more respected socially. I do not
agree with this, but I have to conform.” Amy also constructed herself as an autonomous
learner and passive receiver of knowledge who concomitantly perceived the teachers as
resources of knowledge and figures of authority to be challenged.
When she was expressing her opinions about self-directed learning, Amy said that
she learned self-learning techniques from her English language teachers, yet she
perceived self-directed learning as valuable because she did not want to depend on a
teacher to learn. Amy also wanted to be recognized as an active participant in the
classroom when she described how her teacher conducted the lesson. She said, “The
session was two ways—not just the teacher giving information. We (students) were
producing.”
Learner as Customer and Laborer. Asma also constructed two contradictory
identities when she described her attitude about the English language. She constructed
herself as a customer who was looking for a commodity and good service by evaluating
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the teachers and the different institutes where she studied. One can argue that by doing
this, Asma was attempting to challenge the dominant discourse by reclaiming power as a
client as opposed to a novice learner to subvert the symbolic power embedded in the
teachers and institutes that represent this hegemony. Contrastingly, when Asma described
that she had been learning English for 13 years, she constructed herself as a laborer who
has been involved in a “life time labor” (Abumilha, 2016) of learning English. Devoting
all this time, effort, and money to master the language could be viewed as an act of
internalizing and perpetuating the dominant discourse.
Learner as Expert and Teacher. Amr on the other hand, was not a typical
participant because he played two roles in the study: as a learner, as he was initially
recruited, and as a teacher. In this light, Amr wanted to be recognized as an expert
learner, as opposed to a novice one, and as a teacher. He was the only learner that
conducted the interview in English, and when he described his role in the English club,
he enacted the role of teacher by describing the type of activities and what the
“attendees” of the conversation club mostly engaged in. It was also evident that he
replicated the same teaching methods used by Mohie. Like the teachers, Amr constructed
himself as an encourager.
It can be argued that by wanting to be recognized as an expert in the language and
by creating his own English club where he can exercise the social power ascribed to him
because he can speak English, Amr is perpetuating the hegemonic power of the English
language. However, it could also be argued that by creating the English club, Amr is
taking a defiant stance. The English club could be perceived as space that challenges the
hegemonic literary practices used in the classroom. Amr said that they do not use
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textbooks or discuss grammar. Instead, they discuss different topics, play games and have
debates in English. He also said that people usually attend to socialize and practice
speaking without feeling pressured or judged. It is a place where the language learner can
be an active participant and practice her/his agency
The Discourse of Teaching and Learning with Technology
As mentioned before, the teachers wanted to be recognized as technologically
competent and as supporters of the integration of technology in teaching and learning
EFL. Sally, Mariam, and Mohie said that they were comfortable with the presence of
technology in the classroom. Moreover, they have listed its pedagogical benefits such as
engaging the leaners, finding authentic resources, and promoting autonomous learning .
Teachers as Users of Technology. Findings also indicate that technology
integration was advantageous in reinforcing the teachers’ d-identities as pedagogical
experts, encouragers, and non-traditional teachers. For instance, Sally, Mohie, and
Mohamed said that they encouraged their learners to use online resources and mobile
applications to enhance their autonomous learning skills. Mariam, Sally, and Mohamed
also said that they integrated technology in the classroom to motivate the learners.
By describing why they have integrated technology, the teachers have constructed
themselves as pedagogical experts. Similarly, Mariam incorporated technology to
reinforce her pedagogy of learning through sharing experiences. Mohamed incorporated
technology to reduce his teacher talking time and maximize the learners’ talking time.
Mohie used movies from Ted Talk and YouTube to explain grammar and vocabulary
through context.
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Furthermore, Mariam, Sally, and Mohie wanted to be recognized as non-traditional
teachers because they incorporate technology in the classroom. They believed that using
internet resources and mobile applications distinguished them from teachers who worked
in schools, especially the public ones. Mariam also explained that making pedagogical
changes in the classroom required passion, and she described teachers who did not
integrate technology as dispassionate and unmotivated. Therefore, it could be argued that
Mariam wanted to be viewed as a passionate teacher who had the motivation to develop
her teaching methods. Taking the teachers’ background into consideration as described
by McIlwraith and Fortune (2016) in the British Council’s survey, it makes sense that
they sought to be recognized as innovative because this is how they probably perceive
themselves as explained before.
Learners as Users of Technology
Learner as Technology Enthusiast. As for the learners, Amy and Amy
constructed themselves as technology enthusiasts and as digital natives. For instance,
Amy described her strong opinions about the importance of integrating technology in
school, and she described herself as belonging to a generation who used technology and
internet resources for different purposes. She further constructed herself as
technologically competent by mentioning that she used YouTube and Google to finish
school assignments.
Likewise, Amr wanted to be recognized as a technology enthusiast when he
described how ICT tools changed the classroom experience for the better and when he
described his technological expectations of his teachers. Moreover, he wanted to be
recognized as digitally competent when he described what ICT tools he utilized to

154
improve his language. He also reinforced this identity construct when he said that he had
his own YouTube channel where he created videos about different topics. Even though
Amy and Amr wanted to be recognized as digitally competent, findings indicate that both
of them used a limited range of ICT tools.
Learner as Digitally Incompetent. Asma, on the other hand, described herself as
digitally incompetent. She described herself as uncomfortable with using technology in
the class. Her description of herself as a user of technology was seething with anxiety and
confusion. She said when a teacher integrated technology, she felt confused at the
beginning then she gradually felt comfortable. Unlike Amy, Asma is not a technology
enthusiast, rather her description of herself makes her recognized as a digital immigrant
who is insecure about using technology. In fact, she said, “I am not ready to join a class
that relies heavily on technology.” She wanted to be perceived as open minded to change
when she said she was not against technology integration in the classroom. However, she
asserted the importance of guidance and training for both teachers and learners.
Summary: Identity and TPACK.
Trede et al. (2012) argue that teachers integrate technological innovations in their
practice through the lens of their professional identities. Findings indicate that there is a
relationship between the teachers’ TPACK skills and how they wanted to be recognized
as professional teachers. Teachers’ technological pedagogical knowledge (TPK) reflected
in the analysis could be related to their identity constructs since the teachers wanted to be
recognized as pedagogical and subject matter experts. According to previously stated
findings, the teachers’ integration of technology was limited and was not considered as
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constructive or transformative. This limitation in practice, besides the lack of training and
the poor infrastructure, could be explained in terms of teachers’ professional identity.
In other words, the teachers’ concerns with their self-image as subject matter and
pedagogical excerpts to legitimize their competence—in a discourse where Native
Speakerism is a dominant ideology—might have hampered them from enriching their
technological knowledge because it might not be considered a priority. Therefore, it
could be argued that the teachers might have been motivated to integrate technology and
develop basic TPK to reinforce their positions as experts in using the language and in
applying western ideals of teaching methods and authentic material (Lowe & Pinner,
2016).
Liu and Geertshuis (2016) contend that teachers most likely adopt technological
innovations in education when they feel that the technology is aligned with their selfconcepts. According to the findings, the teachers had 3 main self-concepts: they
perceived themselves as experts, encouragers, and unconventional. In addition, they
interpreted their use of technology in the class in light of these self-concepts. Liu and
Geertshuis (2016) further describe this as a process of sense making by which each
individual teacher interprets instructional technology from the lens of their professional
identity.
The learners’ identity constructs as users of technology can have implications for
the teachers’ TPACK skills as well. The learners’ identities as users of technology stand
on two ends of a spectrum. Amr and Amy as technology enthusiasts and digitally
competent are on one end of the spectrum and Asma as technologically incompetent is on
the other side. Learners who perceive themselves as enthusiastic about learning with
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technology would compel teachers to improve their pedagogical practices. In contrast,
learners who perceive themselves as incompetent technologically would discourage the
teachers from improving their pedagogies to transform their teaching.
Amr, Amy, and Asma also constructed themselves as autonomous learners, or at
least possessing the skills to become fully autonomous. However, according to the
findings, they constructed their identities in relation to an inherent language ideology.
They were sometimes positioned as complicit in perpetuating a language ideology and
sometimes they took opposing stances (Peryy & Purcell- Gates, 2005). Since the learners
use technology to learn English, it is worthy to question whether their use of technology
is an act of perpetuation or resistance.
The same also applies to how the teachers construct their professional identities.
Findings indicate that the teachers used technology to cement their professional identities
as experts and untraditional. Nonetheless, it is important to understand if the teachers’
integration of technology is connected to perpetuating a dominant ideology or influenced
by it.
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CHAPTER 5: CONCLUSION
Implications
Based on the findings, the study suggests several implications for educational
leaders and policy makers in Egypt as well as future researchers in the field of ELT. First,
the teachers had technological pedagogical knowledge (TPK), yet their integration was
limited. Therefore, it could be useful for Egyptian educators and policy makers to include
the TPACK framework in future teacher professional development workshops to
encourage the teachers to understand the intricate relationships between technological
knowledge (TK), pedagogical knowledge (PK), and content knowledge (CK). Moreover,
teachers need to be trained on how to use TPACK for constructive learning to leverage
the digital and internet resources available and accessible for them.
Furthermore, it could be useful for the professional development programs and
TESOL affiliates in Egypt, especially NileTESOL, to start a reflexive dialogue about
teacher and learner identities to raise awareness about the social, political, and economic
factors associated with English language teaching in Egypt. This research paper
contributes to the TPACK literature; however, future research could further explore the
intricate relationship between teacher identity, learner identity and the TPACK model.
Additionally, it could be interesting to explore how technology integration in English
language classrooms, especially in non-English speaking countries, could be used as
means to perpetuate or resist an English language hegemony.
Moreover, this study contributes to the ELT research in Egypt by providing an
example of a qualitative exploratory study and by offering a fertile ground for future
research. Egyptian researchers could be interested in expanding on this study by
investigating how EFL teachers and EFL learners construct their identities in different
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educational contexts. Because this study focused on adult education, future research
could explore the same issues in different types of schools and universities since Egypt
has a diverse educational system. Last but not least, future studies could consider
exploring how learners draw on other languages they have learned or currently study in
their English language learning and teaching.
Limitations
The research in this study is limited in some ways. First, the study focuses on the
perceptions of a small number of Egyptian teachers and adult learners. Future studies
could be conducted in different contexts with a larger sample size. Moreover, the
inability to have access to class observations limited the findings because only interviews
were used as the primary source of data. Class observations could have increased the
validity of the data by linking what the participants said with their actual practices. Third,
the study was conducted in a short frame of time. I have collected the data in one month
because I was limited to the participants’ availability and time, and I was completing my
degree in the United States, making it difficult to do field research in Egypt during a
longer period of time. It would have been beneficial to spend more time with the
participants and in the research site.
Conclusion
The study indicates that technology integration plays an integral role in teaching
and learning EFL in adult education in Egypt. It is discerned from the data that the four
teachers and three learners have common technological practices. The teachers integrated
different types of technology; however, there was an emphasis on using visual
technology to create classroom engagement and promote critical thinking. The findings
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indicate that the teachers did not integrate technology to foster constructive learning and
teaching. Thus, future research in Egyptian ELT studies could investigate the readiness of
Egyptian teachers and learners to adopt constructive teaching pedagogies with
technology.
Moreover, the study demonstrates that the three learners had a preference for using
social media sites and TED talks to promote their language skills autonomously. This
indication shows that Egyptian adult learners exhibit a readiness for a more advanced
level of integration since the three learners constructed themselves as autonomous
learners and users of technology. Therefore, future qualitative studies could investigate
the learners’ readiness to learn through embodied learning and through cooperative
online platforms since that data showed no indication that such digital resources have
been leveraged by the learners or teachers. Future studies could also investigate how
teachers and learners construct their identities as users of the language on online
cooperative platforms in order to investigate how technology can shape the identities of
Egyptian EFL teachers and EFL learners.
The findings show that the teachers did not use technology to encourage the
learners to self-diagnose their learning needs. Conducting teacher action research could
be great opportunity to explore (1) the teacher and learner conversations about
technology integration in and beyond the classroom (2) how learners use technology to
autonomously diagnose their needs and learning gaps as well as how learners
autonomously tailor their learning experiences. Such a study could be helpful in
informing researchers and educators about how the integration of technology can assist in
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differentiating the teaching and learning experiences in the classroom to meet learners’
individual skills and needs.
Last but not least, the study demonstrates an underlying language hegemony. The
English language was indexical for power and prestige in Egyptian society. This insight
has great implications on how Egyptian EFL teachers and EFL learners constructed their
identities as users of the language and as users of technology. Findings indicate that there
is an intricate relationship among language ideology, the notion of identity, and
technological practices that require further attention by researchers in ELT. Future
research in Egypt and in settings where English is gaining more prominence as an
international language could investigate how technological practices in and out of
classrooms could perpetuate or resist an underlying linguistic hegemony, which can have
implications on how users of the language perceive themselves. Future studies could
specifically adopt a critical and emancipatory lens to study the relationship between
identity and technology integration in order to explore how technological practices could
increase or diminish social inequities.
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APPENDIX A
Timeline
Name of Participant

Interview Date

Interview Length

Sally (teacher)

6/19/2019

47 minutes

Mohamed (teacher)

6/19/2019

41 minutes

Asma (learner)

6/21/2019

40 minutes

Mariam (teacher)

6/25/2019

47 minutes

Mrs. Mohie (teacher)

6/26/2019

50 minutes

Amy (learner)

7/13/2019

55 minutes

Amr (learner)

7/21/2019

60 minutes

Table 1: Timeline of the Study

Interview Questions
1- What does second language learning mean to you?
2- Could you describe your beliefs on teaching a second language?
3- Could you describe how you normally conduct your lesson?
4- In your opinion, what is the most important part of your lesson? And why?
5- Could you describe activities that students mostly engage with? And why?
6- Could you describe your role in the class?
Probe: do you think your role has changed in the last 5 – 7 years? If yes, how
did it change, and what are the factors that led to this change?
7- What does technology enhanced instruction mean to you?
Probe: In your opinion, what is technology integration?
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8- Can you describe how you use technology in your teaching/
planning/instruction?
Probe: what technology tools are you most familiar with?
9- In your opinion, how does technology (internet, mobile, computer mediated)
change the ESL learning experience?
Probe: can you describe a time when technology in the classroom was useful?
10- Describe your level of comfort when you use technology in the classroom?
Probe: what challenges do you face while using technology in the classroom?
11- How do you usually encourage learners to take responsibility of their own
learning?
12- In your opinion, how can internet technologies foster autonomous learning?
13- In your opinion, how can internet and mobile learning technologies enrich the
classroom experience?
14- What are your thoughts on including digital literacy as a course objective in
ESL programs?
15- How would you feel if you are evaluated on your level of technological
competence?

Table 2: Teachers’ Interview Questions

1- How long have you been learning English?
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Probe: have you taken an online English course before?
2- What does second language learning (English) mean to you?
3- Could you describe how your teacher(s) normally conduct the lesson?
4- Could you describe the role of the teacher?
5- In what ways do the lessons develop your communicative skills in English?
6- Can you describe your learning needs?
7- How do you communicate with your teachers outside the classroom?
8- How do you discuss class content with your classmates outside the classroom?
9- What type of technology do you use on daily basis?
10- How does you teacher (s) use technology in the classroom?
11- What are your thoughts on using technology in the classroom?
12- What type of technology do you use to practice your English skills?
13- Describe your level of engagement/motivation when you teacher (s) use
technology in the classroom?
Probe: could you describe a time when using technology in the classroom was
particularly useful for you?
14- In what way does the course help you develop your digital skills?
15- Describe your level of motivation when you learn using internet or mobile
technologies on your own?
16- In what ways can technology integration change your learning experience?
17- What are your expectations of your teacher’s technological competence?

Table 3 : Learners’ interview Questions
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Approval Forms
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